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Abstract 
The Introduction of Literature in EFL/ESL Classrooms Via Graded Readers 
Constant improvement and adaptation are necessary for continuous progress. This holds true 
for the way English as a foreign language is taught not only in Slovenian schools, but all other 
EFL/ESL contexts, too. Coupling practical frameworks, guides, and examples with data and 
information collected from scholarly articles, papers, studies, and surveys, the thesis explores 
literature’s potential and positive contributions to the learners’ personal development as well 
as their level of language mastery. This work explores primary and secondary school students’ 
perceptions, expectations, and concerns with regard to literature in their EFL classes. 
Furthermore, the thesis investigates selection criteria for literary texts best suited for EFL/ESL 
classrooms and analyses the viability of graded readers as the primary option. 
Key words: EFL/ESL classroom, primary and secondary school students, literature, extensive 






Uvajanje književnosti v pouk angleščine kot tujega/drugega jezika z uporabo stopenjskih 
beril 
Nenehno izboljševanje in prilagajanje sta potrebna za stalno napredovanje, ne le pri načinu 
poučevanja angleščine kot tujega jezika v Sloveniji, temveč tudi pri drugih primerih uporabe 
angleščine kot tujega/drugega jezika.  Magistrsko delo povezuje praktične okvirje, priročnike 
in primere s podatki in spoznanji, zbranimi iz znanstvenih člankov, študij in anket ter raziskuje 
moč leposlovja in njegove pozitivne učinke tako na učenčev osebni razvoju kot tudi na raven 
učenčevega obvladovanja jezika. V magistrskem delu raziskujem dojemanja, pričakovanja in 
skrbi osnovnošolskih in srednješolskih učencev v povezavi s književnostjo pri pouku angleščine 
kot tujega jezika ter preučujem merila za izbor najbolj ustreznih leposlovnih besedil za 
poučevanje angleščine kot tujega/drugega jezika. Analiza uspešnosti in izvedljivosti 
stopenjskih beril kaže, da so le-ta najboljša možnost za uvedno leposlovnih besedil v 
tujejezikovni razred. 
Ključne besede: angleščina kot tuji/drugi jezik, osnovnošolci, srednješolci, leposlovje, 
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Reflecting on a time of heavily regulated personal and professional lives amidst a global 
pandemic and a time when technology has saturated virtually every aspect of our lives and 
made countless things accessible to us at the click of a button, the question of whether 
literature should be an integral part of second/foreign language learning might seem of little 
importance and is still considered controversial. However, English is our lingua franca and is, 
especially in trying times like the Covid-19 pandemic, necessary to successfully and 
collectively manoeuvre our lives back on track.  
Some scholars argue that the introduction of literature or extensive reading into EFL/ESL 
classes would be too time-consuming, that literature serves little to no purpose in EFL/ESL 
classes, and/or that a robust framework, providing guidance to both teachers and students, 
is necessary before literature can be used as an effective and efficient tool. Additionally, at 
the time of writing the thesis, access to libraries and immediate personal feedback from 
teachers is very limited.  
These issues/concerns are at the forefront of this Master’s thesis, which aims to provide a 
theoretical framework for the inclusion of literature not only for language learning’s sake but 
for the sake of the students’ moral, cognitive, and social development, too. Furthermore, with 
most EFL/ESL teachers and students being familiar with approaches and exercises pertaining 
to grammar, intensive reading etc., the thesis provides an overlook of practical examples, tips, 
and guides for both material selection and creation regarding literature and extensive 
reading. These examples, tips, and guides include online tools, books, and other mechanisms 
which may aid teachers and learners in this seemingly daunting process of introducing 
literature into EFL/ESL classrooms. 
In the theoretical part of the thesis, educational goals of both primary and secondary 
education are analysed and merged into “universal” educational goals. Next, literature’s 
potential is analysed in education in general as well as in EFL/ESL contexts in order to discover 
and solidify the areas where “universal” educational goals and literature overlap. The thesis 
further explores literature’s role in EFL contexts by researching students’ attitudes towards 
literature. After quantifying the research and surveys’ results, selection criteria for most 
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suitable literary texts are established and later contrasted against graded readers in order to 
establish whether these readers are a viable option for integrating literature into EFL/ESL 
classrooms. 
The thesis’ practical part builds upon the theoretical part by analysing the results of two 
surveys conducted with Slovenian primary and secondary school students’ in order to gather 
data on and observe their reading preferences/habits and attitudes towards literature in 
general as well as literature in their EFL classes. The practical part provides examples of pre-, 
while-, and after-reading exercises created for literature in ELT in general, too. Additionally, 
modifications of exercises are provided in order to accommodate for work with graded 
readers specifically as well as work with multiple titles simultaneously. 
Finally, the thesis provides possible solutions regarding issues of accessibility of books (i.e. 
graded readers) in general as well as during the present lockdown due to the Covid-19 
pandemic. In addition to online resources, the thesis provides online tools designed 
specifically for the purposed of aiding both teachers and students in their work with graded 
readers in EFL/ESL contexts. This is done in order to establish a workable framework for 
introducing literature into EFL/ESL classrooms and aid teachers and students in reaching the 
“universal” educational goals. 
As Jim Rohn put it, “[t]he things that change your life are: the people you meet, the classes 
you take, and the books you read.” Literature in and of itself is powerless if no one engages 
with it. Thus, with literature at their side, it is the (foreign language) teachers’ job to facilitate 
a learning environment filled with reading opportunities and aid students in their 
development of reading habits as well as their personal development.  
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2. Education Goals in Slovenia 
 
Before looking at literature in EFL/ESL contexts, it is imperative to lay out the overall goals of 
education, both in Slovenia and globally, in order to determine literature’s role in all of it. In 
Slovenia, each individual school has the right to promote their own, unique educational vision, 
philosophy, and strategy. While some, for example, might promote excellence as their core 
value, others might place unity above it. Naturally, the list of virtues is extensive and schools 
are not limited to a single one. Furthermore, it is relatively pointless trying to compare each 
individual school’s merit based on this factor alone. However, while the Ministry of Education, 
Science and Sport of the Republic of Slovenia may not outright promote one value over 
another, it definitely sets clear goals for education (including, but not limited to primary and 
secondary education) in Slovenia in general. 
 
2.1. Primary Education 
 
Primary education in Slovenia is state-funded, compulsory, and consists of nine grades total 
(grades 1 to 9). Theoretically speaking, the students’ ages range from 6 to 15 years. 
According to the Ministry of Education, Science and Sport of the Republic of Slovenia 
(Taštanoska, 2019: 25), the key primary education goals seek to: 
• provide students the opportunities to acquire knowledge and develop skills consistent 
with their abilities and interests 
• foster students’ personal development 
• develop students’ ability for life-long learning and continuous education 
• foster the students’ sense of belonging to one state, national identity and cultural 
heritage, as well as educate them about common cultural values 
• educate students about respecting human rights, understanding diversity and teach 
tolerance 
• develop students’ communicational skills in Slovenian and foreign languages; 
• educate students about sustainable development, taking responsibility for one's 
actions, health, other people and the environment 
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• develop entrepreneurial skills, innovation and creativity. 
 
2.2.  Secondary Education 
 
As opposed to primary education, secondary education is non-compulsory. Those who desire 
to continue their education may choose between a number of programs, ranging from 2 to 5 
years. 
Generally speaking, secondary education is divided into general education on one side, and 
vocational and technical education on the other side. Nevertheless, the Ministry of Education, 
Science and Sport of the Republic of Slovenia (Taštanoska 2019: 29) says that the main goals 
of secondary education in Slovenia seek to allow: 
• the entire population to attain general educational qualification and an occupation, 
• the largest possible share of the population to attain the highest level of creativity 
possible, 
• the largest possible share of the population to attain the highest level of educational 
qualification, and facilitating the inclusion in the European integration processes. 
 
2.3. “Universal” Education Goals 
 
Taking all of these points into consideration along with Eurydice, a network tasked with 
explaining how educational systems are organised in Europe and how they work, a student 
should, after approximately a decade or more of education  
• be socially competent (i.e. critical thinking, integration, development and acceptance 
of rules, responsible behaviour, integration, etc.) 
• develop an appropriate attitude towards learning and working (i.e. accuracy, 
perseverance, care, the readiness to help others etc.) 
• manage daily life, take care of oneself and others 
• have entrepreneurial and/or work life skills 
• be a part of society and strive towards a sustainable future 
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• be well-versed with regard to the information society and information technology 
• have good working habits and the ability to work independently as well as 
collaboratively 
• be culturally literate and able to compete in the European arena 
 
3. Literature in Education 
 
Having established the “universal” education goals, the question of how integrating literature 
may aid in the pursuit of them still remains to be answered. Literature is most certainly not 
the first answer to spring to mind when thinking about improving one seemingly minute 
aspect of the current educational system in Slovenia in order to achieve the education goals 
more successfully. However, literature, more specifically literature in ELT, may possibly be 
one of the few additions/changes to curriculum which are fairly easily implemented and will 
yield great results in terms of students achieving the aforementioned education goals. 
 
3.1. Critical and Analytical Thinking 
 
A good amount of research has been done and countless journal entries/articles have been 
written about literature being a good medium through which students develop their critical 
thinking abilities. Tung and Chang (2009: 291), for example, state that “literature reading is 
eminently congenial to the essential traits of critical thinking.” In other words, literature and 
critical thinking share the same roots and are therefore inextricably connected. To support 
this statement, Tung and Chang bring up two main points. First, the complexity of reading 
literature. They point out that, in order to construct meaning from the text, readers are 
required not only to recall information, but also to retrieve and reflect on their own 
experiences or memories. Second, the subject matter, the setting, and the language of a 
literary work provides learners with numerous real-life situations.  Khatib and Shakouri (2013: 
103) expand on this by saying: “By investigating into its plot, thematic development, and the 
interactions of the characters with others and the milieu, readers are exposed to multiple 
points of view and thus compelled to think and rethink their own ideas and actions.” A literary 
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text, then, may serve not only as a mirror of life, society, culture, history etc., but can also 
show us the strengths and weaknesses of our ideas, actions, beliefs and much more. Once 
illuminated, it is up to the reader to truly think and reshape his or her way of viewing a specific 
issue or the world in general. 
All this being said, it is important to note that critical thinking is a very broad term and 
encompasses multiple areas of life, so a workable framework has to be set within which 
critical thinking and literature overlap and intertwine in an educational context. 
Glaser (1941, as cited in Bobkina and Stefanova, 2016: 680) describes critical thinking as: 
(1) an attitude of being disposed to consider in a thoughtful way the problems and subjects 
that come within the range of one’s experience; (2) knowledge of the methods of local 
inquiry and reasoning; and (3) some skills in applying those methods. 
Glaser (1941, as cited in Bobkina and Stefanova, 2016: 680) 
Furthermore, Bobkina and Stefanova (ibid.) emphasise Haskins’s (2006) identification of the 
five steps those who think critically have to follow: “(a) adopt the attitude of the critical 
thinker, (b) avoid critical thinking hindrances, (c) identify and characterize arguments, (d) 
evaluate information sources, and (e) evaluate argument.” However, with regard to literature 
and EFL/ESL classrooms, the most useful definition of critical thinking comes from Fisher and 
Scriven(1997, as cited in Bobkina and Stefanova, 2016: 680), who defined it as “skilled and 
active interpretation and evaluation of observations and communications, information and 
argumentation.” This definition emphasises the essential role interpretation and evaluation 
of oral and written texts have in connection to critical thinking. 
Hill and Bjork (2008, as cited in Ellison, 2010: 25-26) go a step further and connect critical 
thinking and literature via Bloom’s taxonomy (i.e. six levels of thinking starting with lower-
order thinking at the bottom and ending with higher-order thinking at the top). They link 
question formation to the five predictable stages of second language acquisition: 
• Pre-production: minimal comprehension, no verbalization, using gestures (e.g. 
pointing); 
• Early production: limited comprehension, one-/two-word responses, key 
words/familiar phrases, present tenses; 
• Speech emergence: good comprehension, can produce simple sentences, makes 
grammar and pronunciation errors; 
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• Intermediate fluency: excellent comprehension, few grammar errors; 
• Advanced fluency: near-native level of speech 
 
In an effort to translate these into pedagogic reasons for using literature in the classroom, 
Ellison (2010: 22) names five categories: 
• Attitudinal: developing positive attitudes to language learning, different cultures, self 
and others; 
• Linguistic: natural exposure to the foreign language in context, lexis, grammar, 
discourse and pronunciation through patterns and repetitions in the narrative; 
• Cultural and Intercultural: access to, and awareness and understanding of other 
cultures; 
• Social and Moral: emotional development/consciousness, empathy, shared 
experiences; 
• Cognitive and Creative: use of the imagination and thought processes, academic skills 
development to support other learning. 
 
However, Ellison worries that, when dealing with literature, teachers tend to forget about 
open-ended questions where students’ thinking would be encouraged.  
Regardless of the age of the learners, the teacher can ask the students questions for each 
level of this taxonomy. Ellison (2010: 26) further explains that the amount of output from the 
teacher’s questions will vary depending on the students’ proficiency. She also points out that 
“limited output should not be mistaken for an inability to think in more complex ways” (2010: 
26) and that learners, regardless of age and proficiency, should not be kept at the ‘knowledge 
stage’ by being asked solely to recall information. Rather, their thinking should be 
continuously challenged. Therefore, the effectiveness of such questioning depends on the 
teacher’s linguistic and non-linguistic support, also known as scaffolding. Ellison warns that 
the teacher needs to consider the nature of his or her support carefully. She goes on to list 
some examples: “using the pictures in the book or additional ones, through gestures, the 
teacher’s own voice with appropriately stressed words, intonation, lengthening of sounds, 
extended pauses” (2010: 26). 
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However, before using all of these, the teacher needs to think about the materials from the 
students’ perspective and predict the type of language the students will need to answer the 
questions posed to them. Ellison then continues to suggest pre-teaching or revision of the 
type of language that will be required. Furthermore, she points out that, due to the children’s 
natural desire to communicate, students may intentionally or unintentionally use their 
mother-tongue to be more precise with their answers. This, however, should not be 
discouraged, but seen as an opportunity for the teacher to learn where there are gaps in the 
children’s knowledge. 
Here, Khatib and Shakouri (2013: 106-107) suggest one additional way how teachers may 
facilitate the process of thinking, namely Socratic questioning. They argue that this method 
adds systematicity and depth in assessing the facts and opinions to the art of questioning. It 
not only heightens the depth and breadth of the students’ answers, but encourages classroom 
discussions by soliciting opposing points of view. Teachers should therefore model this 
questioning strategy so that students can emulate it. This, according to Paul and Elder (2006, 
as cited in Khatib and Shakouri, 2013: 106), serves at least two specific purposes: (1) helping 
students to differentiate between knowledge that they already possess and knowledge they 
do not possess; (2) helping students acquire (and make use of in day-to-day life) tools such as 
Socratic questioning and Socratic dialogue. 
With regard to testing, Hişmanoğlu (2005: 64) suggests that teachers make good use of essay-
type tests when checking comprehension so as to help students to gradually improve 
organisational skills as well as their writing skills. He goes on to say that such tests should 
consist not only of fact-based questions, but also open-ended questions which help students 
develop their critical thinking skills. According to him, the open-ended questions “enable 
students to predict outcomes, make comparisons and contrasts, and draw conclusions” 
(2005: 64).  
Testing can be followed up by class discussions which, according to Hişmanoğlu, should 
comprise of “the main idea and supporting details, including who, what, when, where, and 
how. Details of various social issues such as sexual harassment and abortion, which are often 
an integral part of the plot, can provoke interesting debate. Discussions can also facilitate 
vocabulary development” (2005: 64). 
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Brunt and Facione (2005; 2007, as cited in Bobkina and Stefanova, 2016: 680) sum up the 
relationship between critical thinking and literature perfectly:  
A personal response to a literary work urges students to interact with the text and with other 
students in order to communicate their interpretation of the work. They are expected to 
develop skills to help them understand hidden or implied meanings, separate facts from 
opinions, examine characteristics of the narrative from multiple points of view, reconstruct 
images from details, and apply what they have learnt to other aspects of life. In other words, 
close reading improves all those skills that are part of the critical thinking process: analysis, 
synthesis, argumentation, interpretation, evaluation, problem-solving, and reasoning, 
among others. 
Brunt and Facione (2005; 2007, as cited in Bobkina and Stefanova, 2016: 680) 
It is safe to assume that literature is in line with at least one or part of one education goal, 
namely social competence. Other education goals and how they coincide with 
teaching/learning literature are explored in the following chapters. 
 
3.2. Culture, Tolerance, and (Self-)Understanding 
 
With frequent migrations of peoples on one hand, and an ever-increasing speed of 
technological advancement (i.e. more contact with people outside of our “bubble”) on the 
other hand, it is all the more important to teach people, more specifically students (i.e. young, 
impressionable minds), the importance of tolerance and respect of different cultures as well 
as respect of their fellow students (possibly, but not necessarily of different religious, ethnic, 
cultural, social backgrounds). In order to do this successfully, students must, to a certain 
degree, understand themselves just as well, if not more than they understand others. It is 
difficult to be empathetic when one cannot place himself or herself in other people’s shoes. 
As with critical thinking, literature can offer some answers to this education goal, too. 
According to Hall (2015: 19), the reading of literature was traditionally seen as the principal 
way to “access the most ‘worthwhile’ culture of another speech community.” However, Hall 
goes on to point out the issue of literary texts being reserved for learners who were highly 
proficient with regard to their language mastery. Thankfully, due to different ‘communicative’ 
revolutions in language teaching, literature now finds itself less in the hands of the “elite.” 
Dörnyei (2010, as cited in Hall, 2015: 19) suggests that, in fact, learners of English as a foreign 
or second language do not surrender their identity or give up their language and culture in 
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favour of English. Moreover, students sooner develop bicultural identities with the English 
language and culture serving as something to aspire to (i.e. something modern and something 
with which they can be participants in a wider global community). Through this addition to 
their identity, young people can not only be a larger force for change and progress, but may 
potentially have better access to wealth, travel, achievement, and information, too. 
Additionally, Hall (2015: 20) points out the results of multiple case studies showcasing how 
learners, by exploring literary texts of a language and community different to their own, have 
found themselves (i.e. a better understanding of who they are). Thus, through literature, we 
can explore and understand who we are, who we are not, who we want to be, and even who 
we ought to be. Finally, Hall (ibid.) mentions the effectiveness of literature study through 
reader response in order for the readers to come to the text with their own, unique beliefs, 
values, and experiences.  
Kim (2004: 146) offers an additional benefit to this dynamic reader response process, namely 
that an exchange of personal, unique responses in form of discussions will provide readers 
with a chance to rethink and reflect on their responses, thus further developing the responses 
by accounting for different perspectives or new pieces of information presented by others, 
and, finally, developing a social perspective on reading and on the text. Kim (ibid.) goes on to 
say that the teacher’s function in this case would be that of a facilitator of the interaction 
between readers and also the interaction between readers and the text itself. Teachers 
should try to aid the readers in articulating their intellectual and emotional responses with 
regard to their reading and understanding of the text. In the context of cultural differences, 
tolerance etc.  
Kim (2004: 153-156) provides some data analysis as evidence for the students’ emotional and 
intellectual participation in the text. Kim reports that readers actively responded to things 
which were seemingly different to their own cultures. Additionally, the students in that class 
were from many different countries, which lead to them frequently asking questions and 
discussing their ideas on differences between cultures. According to Kim, cross-cultural 
themes were one of the most frequent topics in literature discussions. Students displayed 
great interest in the different customs, cultural issues etc., and were willing to describe the 
views of their home culture on the topic at hand as well as inquire about other cultures. As 
Kim (2004: 155) puts it: “They brought their cross-cultural assumptions, experiences, and 
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questions to the literature circles, which transformed the literature discussions into an 
enriched general sharing of culture.” Literature not only reflects national culture, but also 
exposes the readers to cultural and social values of a nation. It is an incredibly powerful tool 
for raising the cross-cultural understanding of readers/students as well as raising their cultural 
awareness. 
Marshall (1979: 333, as cited in McKay, 1982: 531) found that as she taught English literature 
to students in Puerto Rico and helped them overcome their difficulties with the text, her 
respect for her students’ cultural framework increased. From this, McKay (ibid.) concludes 
that literature indeed promotes tolerance of differences between cultures, but it does so not 
only for students, but for teachers, too. McKay goes on to cite Frye (1964: 129): “It is clear 
that the end of literary teaching is not simply the admiration of literature; it’s something more 
like the transfer of imaginative energy from literature to the students.” With this, McKay 
further supports the claim that there are undoubtedly benefits to being exposed to or 
“struggling with” potential cultural problems or differences in literature. Though unfamiliar 
with a different culture at first, students are asked to confront their assumptions about said 
culture and use their imagination to overcome the “struggle” of cultural differences. This, in 
turn, helps them on their way to being more tolerant and empathetic. 
Literature is one of the key elements in personal development and growth. According to Stan 
(2014: 456), literature educates the reader, helps him or her deal with some aspects of the 
human condition, and helps the reader form a set of values and attitudes towards those 
aspects. In this sense, literature fosters positive interpersonal attitudes and contributes to the 
emotional development of the child. 
Northrop Frye (1964: 77, as cited in McKay, 1982: 531), when talking about the advantage of 
learning/teaching literature, said the following: “So you may ask what is the use of studying 
the world of imagination where anything is possible and anything can be assumed, where 
there are no rights or wrongs and all arguments are equally good. One of the most obvious 
uses, I think, is its encouragement of tolerance.” 
Literature not only helps students by enriching their language, but also helps them 
understand their culture and the cultures of others. Furthermore, literature guides students 
on the path to self-understanding, the understanding of others, and tolerance for diversity. 
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Where imagination and exploration are allowed and encouraged to flourish, empathy soon 
follows. 
 
3.3. Character Education and Development 
 
How to tap into a young person’s overly stimulated mind in an age of ever-shortening 
attention spans and who-likes-my-online-posts dopamine dependencies, is indeed a complex 
question to answer in full, and a question which should concern every educator. Educators 
have to counterbalance these (potentially) negative influences by offering something just as 
desirable, motivating, stimulating, something engaging filled with “positive” pleasures, 
reasons, and ambitions towards which a young person might aspire to. As Bohlin puts it: 
 
“The challenge we face as educators is mitigating the range of negative narrative images and 
stimuli that feed the imaginations and aspirations of young people. These images—from 
widely popularized books that idealize the fast track to fame and fortune, from overly 
ambitious parents who provoke fist fights with referees at soccer matches or from friends who 
inebriate or prostitute themselves at school dances, from public figures who cast integrity and 
honor aside and continue to enjoy a celebrated life—offer compelling stories and models to 
young people. These narrative images feed their imagination daily and help to shape their 
understanding about what people choose and why as well as how they conduct themselves in 
private and public life.”  
(Bohlin, 2005: 13-14) 
In other words, Bohlin asserts that as young people strive to form their very own identities, 
they take elements from the narratives which surround them, and thus internalise those 
definitions of happiness, success, maturity, and accomplishment.  
There is one option which offers a stable hierarchical structure (or multiple structures) with 
the help of which students might organise their aspirations from expedient to meaningful, 
from short-term fulfilment to long-term fulfilment and sustainability. This option, Bohlin 
(ibid.) says, is narrative literature. Serving as a navigational tool, a compass, it helps students 
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evaluate the life choices and life trajectory of other people. This, in turn, enables them to 
discuss and ask questions about the ethical side of the choices and commitments that 
particular person made. The teaching of literature informs our collective understanding of 
morality, lives lived well and/or poorly, happiness, contentment etc. By examining “negative” 
characters who make poor life choices, are on a path of corruption and (self-)deception etc., 
students gain insight into not only what they should aim towards (e.g. a virtuous and 
meaningful life), but also what they should steer away from (e.g. cowardice, resentment, 
jealousy etc.). Naturally, this is not to say that students are taught to be impeccable in every 
aspect of their lives. However, by exposing them to more nuanced characters who, despite 
their shortcomings and mistakes, strive to do better, students might gain insight into what it 
means to be “good.”  
 
This makes students more capable of ethical reflection (on literature) and helps them 
manoeuvre through the sea of narratives, images, and “pseudo-ideals” they are exposed to 
on a daily basis. Here, Bohlin (2005: 16) offers J. K. Rowling’s Harry Potter as an example, 
where Harry, Ron, and Hermione are far from perfect, but stand on the “good side” when 
compared to Malfoy. 
In his article To Promote Character Education, Use Literature for Children and Adolescents, 
Edgington (202: 113-115) elaborates on the four approaches to teaching values via the 
medium of literature that have been used in schools: 
• Values inculcation 
• Values clarification 
• Values analysis 
• Moral reasoning 
The most traditional of the four is value inculcation. As Edgington (ibid.) puts it: “Simply 
stated, it is the act of transmitting to students a predetermined set of values.” This approach 
requires little to no guidance on the part of the teacher, and little to no in-depth reflection on 
the students’ part. The values are straightforward and easily detected. The importance is in 
the post-reading discussion, where students discuss and debate the importance and 
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application of the values present in the book in their own lives. This approach helps students 
identify, comprehend, and apply core values. 
The second approach, values clarification, involves students having to come to terms with 
their own value preferences. The students are asked to reflect on their choices/preferences 
and may change them throughout the process. Important to note is that here, the teacher 
does not determine the correctness of the students’ preferences. This is done in order to give 
students the freedom to make their own choices, help them discover alternatives and reflect 
on their choices, give them the opportunity to confirm their preferences with others, and, 
finally, to help students become conscious of behaviour in their lives (Edgington, 2002: 114). 
The third approach, values analysis, has the students examine potential consequences which 
may stem from the alternative(s) they chose. The students have to make value decisions 
rationally and logically, and they have to be able to justify their choices.  
Here, the teacher’s role is to  
• Guide the students and help them identify the issue 
• Clarify the questions 
• Assess the evidence and provided by the students and its relevance 
• Assist the students in identifying solutions 
• Assist them in considering possible consequences of each solution 
• Help them choose among the alternatives 
• Have them take appropriate action 
Edgington (ibid.) 
Children can either go through these individually, in pairs or in groups, and, guided by the 
teacher, engage “in a systematic and logical process to make a values decision” (Edgington, 
2002: 115). 
Edgington’s fourth approach to teaching values is called moral reasoning. Here, too, the 
teacher does not voice a judgement about the students’ preferences or the values that 
shaped their choices. This approach is a sequence of five stages. When they are exposed to 
higher levels of moral reasoning, students move on to the next, more complex stage of moral 
development. Students are provided with either a real or hypothetical situation and asked to 
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make value decisions, and later elaborate on them. It is not the answer that is important, but 
the reasoning behind it. After the students’ initial answer, the teacher goes on to ask follow-
up questions, changing the circumstances ever so slightly, in order to guide them in the 
desired direction or to help them solidify their points.  
When teaching moral reasoning via the medium of literature, it is imperative that teachers 
provide students with opportunities to explore the perspectives of the characters in the story 
and to explain their reasoning. Through these processes, literature not only aids in character 
education and development, but also helps students examine their values in relation to the 
core values of the society they live it. 
When analysing literature for the sake of developing the readers’ (i.e. students’) character, 
Bohlin (2005: 22) names four factors which, when put together, are significant in a person’s 
life: 
• Relationships 
• Learning from pain and acquiring new pleasures 
• Thoughtful reflection 
• Courage to face the truth (about reality, oneself, and others). 
Taken together, Bohlin says, they serve as a catalyst for moral growth, which leads characters 
to choose the virtuous path. Conversely, the absence of these four factors leads to the 
negative schooling of desire and to moral decline. 
Analysing these four factors serves as practice for students, so that they will know how to 
navigate them in their own lives. 
Relationships with other people are the thing that shapes us and leaves lasting influences on 
our lives (for better or worse). Learning from pain and acquiring new pleasures means that 
we do not give up when faced with adversity, but instead choose to learn something from it. 
Instead of resenting ourselves or others, we reflect on the situation and thus avoid 
unnecessary suffering and the “threat” of repeating the same mistake multiple times. 
Courage itself requires not only the recognition of the nobility of a certain goal, but also a 
willingness to recognise and accept reality as it is disclosed. 
16 
 
With the help of these four factors, students may become better at recognising internal as 
well as external factors which influence their decisions and, ultimately, their lives. With the 
added depth from literature, students are then armed with the tools to tackle and dismantle 
problems as they surface, as well as embrace the unique challenges each living person faces 
throughout his or her life (Bohlin, 2005: 25). 
In practice, Hart et al. (2019) state in their research paper that, by using English literature to 
impart a set of virtues and values onto the students, they managed to improve the students’ 
virtue literacy. Specifically, the researchers highlighted three themes: knowledge of 
vocabulary of concepts, reflection, and empathy. Even though some students reported that 
it took some time to first master the language, they showed reliable development in their 
knowledge of virtues and were able to use the concepts appropriately in a range of situations 
and context. 
By acquiring the new vocabulary necessary for observing the world in different ways, students 
developed a set of tools for the identification, interpretation, and reflection of virtuous 
behaviour. Additionally, students found a range of places where they could practice these 
virtues (2019: 9). 
Important to note is the students’ motivation in all this. The researchers report how the 
exploration of virtues through characters in stories provided the students with a growing, 
dynamic repertoire of behaviours, which can be attributed to virtues and create deeper levels 
of reflection. This, in turn, appears to increase a desire on the students’ part to change (i.e. 
improve upon) their behaviour (ibid.).  
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4. Literature in an EFL/ESL Context 
 
Having established that literature fulfils the “universal” education goals almost to a T, it is 
important to now look at literature’s role in ELT and how it has changed throughout the years. 
This is crucial because in order to establish a functional and beneficial relationship between 
language and literature, one needs to look at history and learn from it. Furthermore, an 
exploration of literature’s utility and value with regard to foreign language teaching and 
learning is warranted. 
 
4.1. Literature in FLT/ELT: A (Global) Historical Overview 
 
According to Stern (1985, as cited in Bobkina and Dominguez, 2014: 249), English and 
American literature have been a part of non-English speaking countries’ curriculum for over 
a century, always having a major role in the English language syllabus. In the early 20th 
century, learning a foreign language often meant a close study of the canonical literature in 
the target language (Kramsch and Kramsch, 2000, as cited in Bobkina and Dominguez, 2014: 
249). It is important to note that in the Grammar Translation Method, literary texts were 
heavily used, but were viewed “only” as contextualised quality examples of the target 
language and its grammatical rules, which meant that there was neither interest in content 
nor any literary interest to speak of (Bobkina and Dominguez, 2014: 249). 
After the Grammar Translation Method, literature in ELT fell from grace and more or less 
disappeared from the language learning curriculum from the 40s and 60s. (Carter, 2007, as 
cited in Bobkina and Dominguez, 2014: 249). Literature continued to be largely ignored up 
until the mid 1980s, when the lack of basic content knowledge, necessary strategies and study 
habits required in most tertiary level courses was noticed (Bobkina and Dominguez, 2014: 
249). A rehabilitation and reintegration of literature was key in communicative language 




Bobkina and Dominguez (ibid.) point out that despite the demonstrated positive results of 
literature being used in EFL contexts, language teachers and educators have, on the issue of 
incorporating literature into the EFL classroom, failed to reach a consensus to this day. 
 
4.2. Literature in EFL Classrooms in Slovenia 
 
As Skela (2014: 121) correctly points out in his The Quest for Literature in EFL Textbooks – A 
Quest for Camelot? article, the syllabus determines the textbooks’ purpose and design, which, 
in turn, places the numerous principles of language teaching and learning in a hierarchical 
order, i.e. some becoming central and prominent, and others becoming peripheral or 
practically non-existent elements. In Slovenia, literature in the EFL context enjoyed quite a 
prominent role in the Slovenian English Language Syllabus from the mid-1950s to the early 
1960s. However, during the structuralist and audiolingual period in the 1970s, literature 
became essentially non-existent. The same holds true for the vocationally oriented education 
period in the early 1980s (ibid.). The most recent shift in foreign-language education in 
Slovenia came in the 1990s with the arrival of Communicative Language Teaching. Here, the 
acquisition of reading, listening, writing, and speaking skills are in the forefront alongside the 
development of communicative competence (Skela, 2014: 122). This means that the 
Slovenian English Language Syllabus shifted from “extracts to non-abridged complete literary 
texts” (ibid.), expecting students to develop literary competence as a skill falling under the 
category of reading competence. Even though ELT trends are shifting towards a more positive 
view of literature in EFL/ESL classrooms, Skela points out that most current course books 
rarely use literature or when they use it, it is in the form of intensive reading followed by 
comprehension questions. However, Skela (2014: 123) goes on to say that this does not mean 
that there are no course books in which the target language and culture are presented via the 
medium of literary texts containing personalised, creative, text-based, and response-based 
tasks. (e.g. Skela 2005, 2006; Puchta et al. 2010, 2011, 2012 etc.). 
For the teachers who use course books containing little or no literature/literary texts, 
teachers may supplement it by using additional materials (e.g. graded readers, resource 
books etc.). However, this may prove to be very time-consuming and demanding. The 
19 
 
approaches to creating as well as the criteria for selecting the appropriate materials are 
discussed in the following sections of the thesis.  
 
4.3. Positive Aspects of Literature Incorporation into EFL/ESL Classrooms 
 
By now, it is clear that literature improves students’ skills in not only the cognitive domain 
(i.e. independent thinking, problem-solving), but also in the social domain (i.e. socialization, 
cooperation, tolerance, collaboration, conflict resolution) and the emotional/affective 
domain (self-confidence, empathy, self-regulation). The next logical step is to closely examine 
how the inclusion/incorporation of literary texts influences the acquisition and learning of the 
target foreign language. 
Van (2009: 7, as cited in Skela, 2014: 117) posits that literary texts effectively promote English 
language development in all four skills (i.e. speaking, listening, reading, writing) by means of 
interaction, peer teaching, student independence, and collaboration. Maley and Duff (1989, 
as cited in Skela, 2014: 117), when comparing literary texts to texts usually found in EFL course 
books, say that literary texts are superior, at least in terms of motivation, due to their 
universality and non-triviality. Furthermore, the authors point out how the possibility of 
multiple interpretations found in literary texts provides ready-made material for discussion. 
On the topic of the authenticity of literary texts, Duff and Maley (1990: 3, as cited in Skela, 
2014: 117) say that literature offers authentic (examples of) language, in numerous styles, 
registers, and text-types at different levels of difficulty. Ghosn (2002: 175, as cited in Skela, 
2014: 117) calls the language found in literary texts “real-life language,” which provides 
additional depth to the acquisition-rich environment in the classroom context offered by 
literature. Here, Skela (ibid.) provides an example of a longitudinal research study conducted 
by Ghosn (2010), where she compared the mastery of English vocabulary, grammar, and 
reading comprehension of four groups of students after five years of formal instruction. Two 
groups were taught English using “literature-based reading anthologies” (Skela, ibid.), while 
the other two groups used international ESL course books. The results of the study showed 
that after five years, the two groups taught English using literature-based reading anthologies 
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scored substantially better with regard to reading comprehension and vocabulary acquisition 
than the other two groups. 
Widdowson (1978: 3, as cited in McKay, 1982: 529) separates linguistic knowledge into two 
categories: the level of usage and the level of use. The former involves knowledge of linguistic 
rules. The latter deals with effective communication by means of understanding and knowing 
the rules of the target language. Povey (1972: 187, as cited in McKay, 1982: 529-530) posits 
that literature most definitely increases language skills. This is because, by providing evidence 
of “extensive and subtle vocabulary usage, and complex and exact syntax” (ibid.), literature 
extends the students’ linguistic knowledge. Literature has traditionally been used for the 
teaching of language usage. However, as McKay and others have proven, literature is just as 
valuable for the purpose of teaching language use. McKay (1982: 530), when writing about 
literature used for teaching language use, says that literature is ideal for that very purpose. 
She summarises her argument by saying: 
[…] the advantage of using literature for this purpose is that literature presents language in 
discourse in which parameters of the setting and role relationships are defined. Language that 
illustrates a particular register or dialect is embedded within a social context, and thus, there 
is a basis for determining why a particular form is used. 
McKay (1982: 530) 
In other words, literature gives purpose to language learning. Purpose, in turn, leads to 
increased motivation. 
In their research study, Amirani et al. (2017) reported on their findings regarding the students’ 
motivation and attitude in connection to an integrated approach to teaching literature. The 
researchers essentially found that the magnitude with which the experimental group’s (i.e. 
taught English via the integrated approach) motivation increased was noticeably higher. 
Additionally, the experimental group’s participants were found to feel a lot more positively 
towards the way in which they were instructed and held very positive attitudes towards 
literature in general. This has been further proven by Vural (2013), who researched students’ 
motivation as well as performance. The findings of the study indicate that the use of literature 
in ELT classrooms not only increases the positive attitude towards reading and their 
motivation in language learning, but also their performance abilities. 
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Literature, then, should by not be the only means of instruction in EFL/ESL classrooms, but it 
should undoubtedly be an integral part of the lessons/curriculum. With the selection of the 
right literary texts, accompanied by the correct, meaningful tasks, literature may not only 
motivate students, but also vastly improve their (foreign) language mastery as well as help 
them establish themselves as creative, critical individuals. 
 
5. Students’ Attitudes Towards Literature in EFL Classrooms 
 
As Brown (2009, as cited in Bloemert et al., 2017: 3) puts it, students’ perceptions of a learning 
environment have a definite impact to what extent students will learn something and 
therefore perceptions have an impact on the efficacy of the instructional environment. 
According to Paran (2008: 490, as cited in Bloemert et al., 2017: 3), secondary schools are 
“the locus of most language learning in the world.” Since the English language is becoming 
increasingly present in the everyday lives of the Slovenian people, a shift from English as a 
foreign language to English as a language of our immediate environment (e.g. phones, 
television, the internet) is on the horizon. Therefore, it is important to analyse the approaches 
best suitable for teaching students English as well as approaches which are met with interest 
and less resistance. 
In their study, Bloemert et al. (2017) found that a considerable majority of students primarily 
see EFL literature as a means of improving their language skills. These findings are supported 
by Tasneen (2010), who found that 74% of teachers and 98% of students who participated in 
the study (strongly) agree (i.e. 37 teachers and 30 students strongly agree; 37 teachers and 
68 students agree) with the notions that literature is a good language teaching/learning 
resource. Furthermore, both students and teachers agreed that literary texts in the EFL 
context improve all four language skills (i.e. listening, writing, reading, speaking), make for 
interesting group work, and are a doorway to other cultures. However, the quality of being 
interesting was the most important quality for the students. Tasneen also found that both 
teachers and students complained at times about lacking the necessary resources (i.e. lack of 
diverse book choice) and finding it hard to pick the book with the right difficulty level. These 
issues are addressed in later sections of the thesis. 
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5.1. Students’ Attitudes Towards Literature in EFL Classrooms – Slovenia 
 
For the purpose of this thesis as well as for gathering data regarding Slovenian primary and 
secondary school students’ experience and attitudes towards literature both in EFL contexts 
and outside, two surveys containing virtually the same questions were conducted. One aimed 
at primary school students (see appendix 1) and one aimed at secondary school students (see 
appendix 2). The total number of student participants is 90 (55 primary school students and 
35 secondary school students). The answers received were from students in the 6th, 7th, and 
8th grade in primary school and from students in the 1st, 2nd, and 4th grade in secondary school, 
who are all learning English as their first foreign language.  
With regard to their favourite book genre(s), a large majority of primary school students (i.e. 
61.8%) seem to enjoy action and adventure the most (see chart 1). Tied at second place are 
crime and horror/thriller (i.e. 30.9%). Fantasy is in third place (i.e. 25.5%), closely followed by 
science fiction (i.e. 23.6%). For secondary school students, the results are relatively more 
balanced. Their favourite genre is crime (i.e. 48.6%), but it is not as dominant as the action 
and adventure genre is with primary school students. Tied at second place are three genres, 
namely action and adventure, fantasy, and biography (i.e. 34.3%). The horror/thriller genre is 
in third place, closely followed by science fiction. The gender ratio was practically the same 
for both surveys (i.e. an overwhelming majority of participants were female), thus confirming 
that stereotypical genre preferences (e.g. girls like romance novels and boys prefer action) 





Chart 1. Favourite genres of primary and secondary school students 
 
With regard to book types, primary school students are most familiar with unabridged, 
printed books and 83.6% of them choose this type of books as their preferred book type for 
reading (see chart 2). 60% of students are familiar with e-books, but only 12.7% prefer them 
to other types. 38.2% of students are familiar with audiobooks. However, only 7.3% prefer 
listening to books instead of reading them. Only 9.1% of students in primary school are 
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Action and Adventure Crime Horror / Thriller
Fantasy Sci-fi Academic books / articles
Biography Romance No preference
24 
 
Chart 2. Primary school students’ familiarity with and preference regarding book types 
 
Again, the results from the survey aimed at secondary school students are very different (see 
chart 3). All of them being familiar in unabridged, printed books, 97.1% of students seem to 
prefer them to other book types. While 77.1% of students are familiar with e-books, only 5.7% 
choose them as their preferred book type for reading. With regard to audiobooks, 68.6% of 
students are familiar with them, but only 5.7% prefer listening to reading. Lastly, only 20% of 
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Chart 3. Secondary school students’ familiarity with and preference regarding book types 
 
When asked about the number of books they read annually, primary school students reported 
that they read anywhere from 0 to more than 10 books a year (see chart 4). As chart 4 
suggests, primary school students today are, to a large degree, avid readers, with the students 
who read no books at all being a very small minority. Naturally, the situation is different with 
regard to the students’ reading of books in the English language. Nevertheless, the findings 
of the survey show that students a large majority of primary school students read books in 
English (see chart 5). Approximately a third of them read no books in English at all, while 
others mostly read 1 to 2 books annually (i.e. 36.4%). 7.3% of students report reading 5 to 6 
books in English a year, and the same percentage of students report reading 7 or more 
annually. These numbers become incredibly interesting when compared to the students’ 
report of how many books they have to/had to read for their EFL class (see chart 6). More 
than half of the primary school students (i.e. 50.9%) reported that they did not have to read 
a single book for their EFL class. Of the students how had to read books in their EFL class, 
10.9% report having to read 1 book, 14.5% report reading 2 books, 7.3% 3 books, and 9.1% 
report reading 4 books. This leads to the conclusion that students are reading books in English 
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Chart 4. Number of books primary school students read annually 
 





























Chart 6. Number of books primary school students read for their EFL class annually 
 
Secondary school students were asked the same set of questions. Their answers show that 
0% of the surveyed students do not read at least 1 book a year (see chart 7). 40% of students 
read 1 or 2 books a year, 28.6% read 3 to 4 books, 25.7% read 5-9 books, and 5.7% of 
secondary school students report reading 10 more books annually. With regard to the number 
of books students read in English (see chart 8), 48.6% of reported reading 1 or 2 books a year, 
17.1% of students reported reading 3 to 4 books, 14.3% read 5 to 6 books, and 2.9% of 
students read 7 or more books in English annually. 17.1% of students report reading 0 books 
in English. These numbers, when compared to the number of books these students have/had 
to read for their EFL class (see chart 9), show similar results as the survey aimed at primary 
school students. 42.9% of the surveyed secondary school students report having to read no 
books at all for their EFL class, 25.7% report having to read 1 book, 22.9% read 2 books, and 
8.6% reported that they read 3 books for their EFL class. This, in line with the primary school 
student survey’s findings, indicates that students do in fact read books in English even when 





















Chart 7. Number of books secondary school students read annually 
 






























Chart 9. Number of books secondary school students read for their EFL class annually 
 
Furthermore, the two surveys show that 69.1% of the surveyed primary school students and 
80% of the surveyed secondary school students (together, 74.55% of all surveyed students) 
would like to read more books in English. In contrast, only 30.9% of primary school students 
and 20% of secondary school students (together, 25.45% of all surveyed students) do not 
desire reading more books in English.  
When asked if they would like more literature in their EFL class, 61.8% of the surveyed primary 
school students said yes, 36.4% said no, and 1.8% said they do not know. These results are 
comparable to the results from the survey aimed at secondary school students, where 68.6% 
of students reported that they would like to work more with literature in their EFL classes, 
and 31.4% of students said they would not. This mean that overall, 65.2% of the surveyed 
students desire more literature to be included in their EFL class, while 33.9% of students do 
not desire it. Out of all the students, 12.05% did not provide a clarification why they do or do 
not want more literature in their EFL class, but the rest provided reasons for their answers. 
Primary school students’ answers are divided into 4 broader categories for, and 5 categories 















Chart 10. Primary school students’ answers in favour of increasing the amount of literature in 
their EFL class 
 
Chart 11. Primary school students’ answers against increasing the amount of literature in 
their EFL class 
 
Similar to the primary school students’ answers, secondary school students’ answers are 
divided into 6 broader categories for, and 4 categories against increasing the amount of 
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Comprehension problems
Do not enjoy reading
Need for wider selection of books




Chart 12. Secondary school students’ answers in favour of increasing the amount of literature 
in their EFL class 
 
Chart 13. Secondary school students’ answers against increasing the amount of literature in 









With regard to the students’ positive answers, the two surveys showed that students 
overwhelmingly believe that more literature in their EFL classes would improve their language 
learning/acquisition. In terms of interest and motivation, many students feel that 
introducing/increasing the amount of literature would make for more interesting lessons as 
well as increase the students’ motivation. In addition, few students expressed the desire for 
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contrast, many of the students who were against introducing/increasing the amount of 
literature in EFL classes stated that they are not motivated to read or that they do not like to 
read books. A very small minority of students are against working with literary texts because 
they fear that they will have comprehension problems. This goes hand-in-hand with the 
handful of students who answered that they prefer reading coursebook texts or reading in 
their mother tongue, because they already established their own reading patterns there, are 
familiar with the types of exercises, and are less negatively inclined to tackle those texts. 
Finally, approximately the same amount of primary and secondary school students wrote 
their answers were negative purely due to lack of book choice. They know how limited the 
choices are and are convinced that their teachers would force books upon them which almost 
no one would pick for themselves. 
Exploring the students’ attitudes towards literature further, the surveys’ final question was 
an open question, asking students what it would take for them to read more in English. 
Primary school students’ answers can be divided into 5 overarching categories (see chart 14). 
The most frequent answer, given by the 39.3% of primary school students, was that they 
would read if there were many more titles available and the students could choose their 
book(s) themselves. The second most frequent answer, given by 28.6% of primary school 
students, has to do with language mastery. In other words, students would read more in 
English if they would face only few language barriers/comprehension problems, meaning they 
would spend more time focusing on the content of their book and less time buried in 
dictionaries looking up meanings of words. 12.5% of students answered that they would read 
more books if parents, teachers, and/or peers would motivate them and keep them 
motivated to read. 8.9% of students answered that they would be willing to read more in 
English if they had the time to read, both in school and at home. Finally, 8.9% of the surveyed 
primary school students answered that would read more for their EFL class if they were not 
tested and/or graded at the end. One student answered that he or she would read more in 
English only if it were absolutely necessary. 
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Chart 14. Primary school students would read more in English if […] 
 
When compared, the secondary school students’ answers largely overlap with the primary 
school student’s answers, the major difference being the percentages (see chart 15). 36.4% 
of secondary school students would read more in English if they had a larger variety of books 
to choose from. 33.3% of students staid that they would be happy to read more in English, 
but they would need an appropriate amount of time do to so at their own pace. 21.2% of the 
surveyed secondary school students would read more if it were required of them. 6.1% of 
students would like parents, teachers, and/or peers to help motivate them to read more in 
English. 3% of students would read more in English if the books gradually, systematically 










Primary school students would read more in English if [...]
more titles were available
there was enough time
their mastery of English was
sufficient
they were not tested/graded




Chart 15. Secondary school students would read more in English if […] 
 
When interpreting the percentages of charts 14 and 15, it becomes apparent that the number 
one issue schools and/or teachers must tackle is the issue of book variety and book selection. 
Furthermore, to make well-informed judgements, it is imperative to look back at chart 1 
where the primary and secondary school students’ favourite genres were analysed. Building 
on that information, the surveys, for the purpose of illuminating a desirable ratio of fiction 
and non-fiction books, asked students what their favourite books were. Primary school 
students’ answers, with a majority of 62.8%, contained titles of books categorised as fiction 
(see chart 16). 32.5% of primary school students said that they do not have a favourite book, 
and 57.1% of them said this is because they have enjoyed all the books they have read equally. 










Secondary school students would read more in English if […]
more titles were available
there was enough time
they were more motivated
it was required




Chart 16. Primary school students’ preference regarding fiction and non-fiction books 
 
Secondary school students’ answers were noticeably different, with 91.4% naming titles of 
fiction books as their favourites, 2.9% of them naming non-fiction titles, and only 5.7% of 
them saying that they do not have a favourite book (see chart 17). Of those 5.7%, half said 
that they do not have a favourite book because they enjoyed all the books they have read 
equally. 
























Enjoyed all books equally
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The second issue teachers must take into account is the factor of motivation. Most of the 
students’ answers (e.g. having enough time, being required to read, being able to choose a 
book with interesting content and appropriate difficulty etc.) fall under either extrinsic or 
intrinsic motivation. In the two surveys, 69.1% of primary school students and 94.3% of 
secondary school students (i.e. 81.7% of all surveyed students) agreed that a book’s content 
motivates them the most (see chart 18). Conversely, if the students are asked to read a book 
whose content does not interest them, 27.4% of students are deterred from reading (see 
chart 19). For 25.5% of primary school students, parents are the second-best source of 
motivation, while teachers account for only 9.1% of their motivation. As for secondary school 
students, teachers and parents only accounted for 8.6% and 5.7% respectively for their 
motivation to read. Additionally, 17.1% of secondary school students reported that teachers 
deter them from reading more books. Approximately 20% of students felt motivated when 
they were able to choose from a wide variety of book, and roughly the same percentage of 
students were deterred from reading when the choice of books was too narrow. 
Approximately 15% of students felt deterred from reading when they read books in a bad 
condition (i.e. worn down, used heavily). 



























P R I M A R Y  S C H O O L S E C O N D A R Y  S C H O O L
Content Parents Teachers Book covers Wide variety of books
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Chart 19. What deters primary and secondary students from reading 
 
A final analysis of the surveys’ results indicates that a large majority of both primary and 
secondary school students read books for pleasure/of their own volition in addition to those 
they are required to read in school. Furthermore, a large majority of students would like to 
read more books in English and is in favour of introducing/increasing the amount of literature 
in their EFL classes. The students who were opposed to the idea of more literature in their 
EFL classes later clarified that they would be willing to read more if:  
• they were sufficiently motivated (both extrinsically and intrinsically) 
• they were given enough time to read (in school and/or at home) 
• they were provided with a larger selection of books 
o and aided by the teacher in their selection process 
▪ with regard to difficulty 
▪ with regard to content 
• other language areas/skills (e.g. grammar) did not suffer because of literature 
• they were not necessarily graded/tested 































P R I M A R Y  S C H O O L S E C O N D A R Y  S C H O O L
Content Book length Book condition Narrow variety of books Book cover
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Finally, an overwhelming majority of students indicated that they prefer fiction to non-fiction. 
However, this does not mean that non-fiction is to be disregarded. Even though low in 
number, some students did prefer non-fiction to fiction. Thankfully, graded readers provide 
a balance of fiction vs non-fiction titles very similar to the radio of students preferring fiction 
to non-fiction. 
It goes without saying that these two surveys have their limitations and that more surveys 
and studies are necessary for the formation of a workable literary framework to serve as a 
guide for both teachers and students. The two surveys were carried out in person in order to 
maximise the accuracy and reliability of the students’ answers, but this in turn limited the 
number of student participants. The results are by no means definitive and should not be 
generalised without some heavy thought. Nevertheless, the results provide enough 
information to serve as a solid foundation as well as an aid in the pursuit of the most suitable 
form(s) of literature in EFL/ESL contexts. 
 
6. Selection Criteria: Most Suitable Texts for Literature Incorporation 
in EFL/ESL Classrooms 
 
In order to maximise the benefits of literary texts in the EFL/ESL context, there are essentially 
two things we must take into consideration during our selection process: students and the 
text itself (Tseng, 2010: 53). Tseng argues that the selected literary texts should be in line with 
the students’ tastes, hobbies, and interests as well as take into consideration the students’ 
cultural background, literary background, and linguistic proficiency. In other words, the 
teacher must pay close attention to the text’s genre, themes, length, as well as to the 
availability of the material (i.e. number of printed books available). Moody (1971, as cited in 
Mohammed, 2019: 8) advises that the chosen literary texts should be stylistically forward and 
not overly complex. The exploration and/or inclusion of sub-plots and peripheral characters 
should be limited, too. The same goes for metaphors, idioms etc. Mohammed (2019: 8) points 
out that the students’ age and maturity should be a key factor, too. Including an incredibly 
complex and deeply philosophical literary text would serve little to no purpose as it would 
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significantly demotivate the students and burden them unnecessarily by having them 
examine multiple layers of meaning. Such books have no place in EFL classrooms, because 
they would not be beneficial neither personally nor linguistically for the students. Shtepani 
(2012: 114), writing about the criterion “interest,” says that stories presented in visual form 
(e.g. images, book length, design, and layout) would garner the most interest on the students’ 
side. She goes on to say that the chosen literary text(s) must be relevant to the students’ life 
experience in terms of its subject-matter, because the literary texts that have a stronger 
impact on the readers provide them with linguistic competence and historical and cultural 
awareness (ibid.). Thus, the literary texts should be linguistically simple enough to be 
comprehended by students as well as interesting, relevant, and appealing. 
Asif (2015: 73) posits that if a text requiring social or historical background knowledge were 
to be used, a proper introduction would be warranted on the teacher’s side. The same can be 
said for the vocabulary present in the chosen literary text. Pre-teaching elements crucial for 
the student’s comprehension and enjoyment of the literary text should not be avoided, but 
embraced instead. By doing this we ensure that the text sufficiently challenges the students, 
but does not intimidate them. 
Seeing how students’ language competencies, interests, social (and cultural) backgrounds etc. 
may vary, it quickly becomes evident that book types, genres and other aspects need to be 
put into hierarchical order, ranging from least appropriate/desirable for EFL/ESL classrooms 
to most appropriate. In their survey, Akyel and Yalçin found that students rated novels “the 
most effective literary form for helping them develop their linguistic skills and cultural 
awareness” (1990: 175). They report that drama seems to be the best option for improving 
the students’ language skills. Furthermore, the study illuminated a noticeable difference in 
attitudes towards literature depending on the students’ language proficiency. According to 
Akyel and Yalçin, the students with a better (English) language mastery enjoyed virtually every 
aspect of the literature lessons (i.e. learning more about the target language, English and 
American cultural values, history, views, ideas etc.). In contrast, the students who were 
average with regard to English language mastery found the novels, plays, and short stories 
either too hard, boring, or too long (1990: 176). This confirms that the chosen literary texts 
are of little to no value if they are too difficult linguistically and/or culturally. Tseng (2010) 
confirms Akyel and Yalçin’s findings. In Tseng’s case, too, EFL students seem to prefer novels 
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and short stories to poetry. Additionally, students favoured works which can be enjoyed on 
other media (e.g. film, play, audio), too. Finally, Tseng, in accordance to the study’s findings, 
reports that students seem to prefer contemporary literature to classic literature (2010: 61). 
Naturally, these findings are in no way meant to exclude any particular genre or type of books, 
but rather to help teachers make informed decisions when choosing literary texts. 
 
7. Graded Readers: Ticking All the Selection Criteria Boxes 
 
Graded readers are carefully constructed and graded short books and audiobooks designed 
to meet the needs of every EFL student, independent of their level. Depending on which 
publishing house one chooses, the levels can range from “Starter” (i.e. CEFR level A1) to 
“Advanced” (i.e. CEFR level C1). Depending on the level, the number of word families used 
changes, too (see table 1). The books include both non-fiction and fiction, and they are either 
adapted versions of original titles (e.g. Bram Stoker’s Dracula) or specially written (e.g. Nicola 
Prentis’ The Tomorrow Mirror). Moreover, in his 2013 survey review, Hill observed that lower 
levels of graded readers consist of more original titles that the higher levels. He further 
observed that while most stories are set in the United Kingdom and the United States, a fair 
proportion of readers are set elsewhere. Another interesting fact Hill observed is that the age 
of the chief protagonist matches the target age of the audience (2013: 85-86). 
Table 1. The division of graded readers in graded reader levels, CEFR levels, and number of 






























































































































As is evident from table 1, the different publishing houses, even though they all adhere to the 
Common European Framework of Reference for Languages (CEFR), are noticeably 
inconsistent with regard to the number of word families assigned to each CEFR level when 
compared to other publishing houses. For example, Oxford Bookworms’ Level 5 is aimed at 
students at the B2 level and uses 1,800 word families. Comparing this to Cambridge English 
Readers’ Level 5, which is also aimed at students at the B2 level, but uses 2,800 word families, 
it quickly becomes evident that judging the graded readers’ difficulty and appropriateness 
solely on their assigned CEFR level is insufficient. 
Scholars who are less inclined to use graded readers as the primary source for literature, 
especially in L2 and FL contexts, most commonly cite this (i.e. number of word families being 
a relatively unreliable predictor of perceived book difficulty for students) as the very reason 
why other types of literary texts should be used. However, the number of word families 
printed on each book respectively is not the only tool one can use to effectively and, most 
importantly, accurately gauge the difficulty and appropriateness of the book. A study 
conducted by Holster et al. (2017) showed that the Yomiyasusa Levels (YL) are highly accurate 
in their measurements of perceived book difficulty. YL are calculated based on a number of 
factors, such as word count, accompanying illustrations in the book, the book’s background, 
text styles, glossary etc. According to Holster et al. (2017: 219), YL are updated on a biyearly 
basis, following feedback from teachers and students. Thus, the information provided stays 
up-to-date, accurate, and relevant. These levels are freely available on the internet 
(https://www.seg.co.jp/sss/YL/index.html) and offer ratings for more than 40 graded reader 
series containing more than 13000 books. The graded reader series as well as the graded 
readers themselves are rated on a scale from 0 to 100 and then assigned a corresponding 
score from 0.0 (i.e. little to no knowledge of English required for reading) to 9.9 (i.e. very 




 Table 2. YLs for major graded readers (Furukawa, 2014) 
YL Series (Graded Readers) Word counts 
0.4-0.7 Building Blocks Library Level 4-6 230-600 
0.6 Foundations Reading Library Level 1 500-630 
0.7 Foundations Reading Library Level 2 640-760 
0.8 Macmillan Readers Starter 500-760 
0.8 Foundations Reading Library Level 3 680-910 
0.8-0.9 Oxford Bookworms Starters 700-1,500 
0.8-0.9 Penguin Readers Easystarts 
Pearson English Readers Easystarts 
800-1,000 
0.8-1.0 Scholastic ELT Readers Starter 860-2,000 
0.9-1.1 Foundations Reading Library Level 4/5 1,200-1,800 
0.9-1.4 Building Blocks Library Level 7-8 700-2,500 
1.0 Cambridge English Readers Starter 2,000-2,600 
1.0-1.4 Oxford Dominoes Starter/Quick Starters 1,900-2,100 
1.0-1.4 Penguin Readers Level 1 
Pearson English Readers Level 1 
700-5,000 
1.1-1.4 Foundations Reading Library Level 6/7 2,200-2,900 
1.2-1.4 Macmillan Readers Beginner Originals 1,600-3,500 
1.4 Cambridge English Readers Level 1 3,400-4,800 
1.6-2.2 Macmillan Readers Beginner Classics 4,000-12,000 
1.8-2.2 Scholastic ELT Readers Level 1 1,800-6,000 
2.0-2.4 Oxford Bookworms Stage 1 4,700-7,300 
2.2-2.6 Penguin Readers Level 2 
Pearson English Readers Level 2 
2,400-11,000 
2.6-2.8 Oxford Bookworms Stage 2 5,200-9,100 
2.6-2.8 Cambridge English Readers Level 2 8,400-10,000 
2.8-3.2 Scholastic ELT Readers Level 2 6,300-11,000 
2.8-3.2 Macmillan Readers Elementary 7,600-16,000 
3.2-3.4 Oxford Bookworms Stage 3 7,800-13,000 
3.2-3.8 Penguin Readers Level 3 
Pearson English Readers Level 3 
5,100-23,000 
3.2-3.4 Scholastic ELT Readers Level 3 8,500-15,000 
3.4-3.6 Macmillan Readers Pre-intermediate 13,000-22,000 
3.6-3.8 Cambridge English Readers Level 3 13,000-16,000 
3.6-4.0 Macmillan Readers Intermediate 9,400-32,000 
3.8-4.2 Oxford Bookworms Stage 4 13,000-19,000 
4.0-5.0 Penguin Readers Level 4 
Pearson English Readers Level 4 
12,000-42,000 
4.5-5.0 Cambridge English Readers Level 4 17,000-22,000 
4.5-5.0 Oxford Bookworms Stage 5 18,000-25,000 
4.5-5.5 Macmillan Readers Upper-intermediate 12,000-35,000 
5.0-6.0 Penguin Readers Level 5 
Pearson English Readers Level 5 
14,000-46,000 
5.5-6.0 Cambridge English Readers Level 5 17,000-39,000 
5.5-6.0 Oxford Bookworms Stage 6 21,000-33,000 
6.0-6.5 Cambridge English Readers Level 6 26,000-30,000 
6.0-7.0 Penguin Readers Level 6 
Pearson English Readers Level 6 
22,000-39,000 
 
In their paper, Prtljaga et al. (2015) conclude that vocabulary tests are a plausible and 
common way for selecting the correct level of graded readers. Just as the Yomiyasusa Levels 
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tables, vocabulary tests are freely available on the internet, too. According to Prtljaga et al. 
(2015), on the publishing house Collins’ website (https://www.collins.co.uk), learners can 
check which level of graded readers is most suitable for them. In order to do that, learners 
first have to pick the level they think they would understand well. After that, they receive a 
short extract from a novel which is on their chosen level. If they find the extract to be too 
demanding, they may choose an easier level. If their chosen level is too easy, the students 
may choose a more difficult level (Prtljaga et al., 2015: 7). Oxford Progressive English (OPE) 
readers use the same type of test as the Collins publishing house. Cambridge’s tests are 
slightly different in that they consist of connecting words with definitions. Macmillan uses a 
number of multiple-choice questions which test not only vocabulary knowledge, but grammar 
as well. Penguin readers tests consist of multiple-choice questions, too, the only difference 
being that the tests need to be downloaded (Prtljaga et al., 2015: 8).  
 
7.1. Authentic Language 
 
The issue of reliable predictors of perceived book difficulty being resolved, it is imperative to 
look at the language used in graded readers and whether it is indeed authentic. In her article, 
Allan (2009) answers this very question of whether the language in graded readers is 
authentic with a definitive yes. She states that graded readers do indeed offer a reasonable 
balance of accessibility and authenticity. Allan goes on to say that even if graded readers may 
not be “perfectly” authentic, they do contain authentic features. Furthermore, learners are 
more likely to be able to understand the language and draw conclusions from it because they 
are less likely to be overwhelmed by the language itself. Moreover, Allan posits that learning 
with graded readers can be staged in ways that simply are not possible with “authentic” texts 
(i.e. students being introduced to a limited number of senses and uses of a particular phrase 





7.2. Comprehension of Cultural Differences 
 
Another important criterion for selecting appropriate literary texts for the incorporation of 
literature into EFL/ESL classrooms is the knowledge of cultures differences required to avoid 
comprehension problems. Prtljaga et al. (2015) researched cultural differences contained in 
graded readers represented problems in understanding for Serbian students. They found that 
none of the three CEFR levels they tested (i.e. A2, B1, and C1) had any problem with regard 
to understanding cultural differences. They attribute this result to the fact that Serbia is a 
European country strongly influenced by the Anglophone culture (Prtljaga et al., 2015: 14). 
From this, it is reasonable to conclude that Slovenian students would face no more difficulties 
with comprehending the cultural differences in graded readers than their Serbian 
counterparts.  
 
7.3. Interest: Visual Forms of Presentation 
 
Shtepani (2012), as mentioned before, emphasised the importance of literary texts being 
interesting in terms of how they present stories. Stories using multiple visual forms of 
presentation (e.g. images, book design and length, layout of the pages, etc.) make the literary 
texts much more appealing to students, keeping them interested in the book and motivated 
to read. Hammond and Danaher (2012) provide further proof of this in their research, where 
the interviewed students report how very helpful story characteristics such as story length, 
repeated and contextualised vocabulary, a word list on the inside cover, pictures, etc. really 
are (ibid.: 196). Astroga (1999, as cited in Hammond and Danaher, 2012: 196) calls attention 
to the fact that illustrations in stories “facilitate the decoding process by making the language 
of the story not only meaningful but also memorable.” Here, graded readers really shine. 
Having skimmed through countless graded readers from the major publishing houses (i.e. 
Penguin Readers, Cambridge English Readers, Oxford Bookworms, and MacMillan Readers), I 
found that the majority of graded readers, regardless of the publishing house, include 
numerous illustrations and/or pictures. Naturally, the number of illustrations and pictures 
either increases or decreases depending on the level assigned to the book. For example, The 
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Wizard of Oz from the Oxford Bookworms series, as retold by Rosemary Border, is marked as 
a “stage 1” book (word count: 5440) and contains 28 illustrations on only 41 pages. In 
contrast, The Picture of Dorian Gray, as retold by Jill Nevile, is marked as a “stage 3” book 
(word count: 10245) and contains 17 illustrations on 58 pages. Thomas Hardy’s Tess of the 
d’Urbervilles, as retold by Clare West, is rated by Oxford Bookworms as a level 6 graded reader 
(word count: 33060) and has 11 pictures on 119 pages. This pattern holds true for the vast 
majority of publishing houses and their graded readers, but there can be even extremer 
differences between levels, as is evident by pictures 1, 2, and 3, showcasing the differences 
in Penguin Readers’ graded readers depending on their respective level. 
Picture 1. Pages 22 and 23 from Penguin Readers’ The Hound of the Baskervilles (author of 
the original: Sir Arthur Conan Doyle), Level S (i.e. Starter, i.e. CEFR level Pre-A1), retold by 




Picture 2. Pages 32 and 33 from Penguin Readers’ Dracula (author of the original: Bram 











Picture 3. Pages 6 and 7 from Penguin Readers’ Misery (author of the original: Stephen King), 










Picture 4. Pages 24 and 25 from Penguin Readers’ Originals (author of the original: Adam 
Grant), Level 7 (i.e. CEFR level B2), retold by Nick Bullard. 
 
Even though pictures 1 through 4 illustrate just how big the differences between graded 
readers of different levels can be, they still follow the general trend(s) of graded readers and 
are increasingly becoming the rule, not the exception. It needs to be clarified that Penguin 
Readers’ Originals lack of illustrations (i.e. not a single in-text illustration) is not due to its 
genre (i.e. non-fiction), but rather due to its level (i.e. B2). There are many examples of non-
fiction graded readers which contain lots of illustrations, like Penguin Readers’ BBC Dynasties 
Lions (level 1, A1) and Plastic (level 1, A1), Oxford Bookworms’ London (stage 1) and The USA 
(stage 2). Furthermore, the example of Penguin Readers’ Originals is in no way meant to 
denote that all graded readers graded B2 or higher come with no illustrations (e.g. Macmillan 
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Readers’ Officially Dead, upper-intermediate English, B2; Penguin Readers’ Jude the Obscure 
and The Body, both level 5, B1; Oxford Bookworms’ Tess of the d’Urbervilles and Wuthering 
Heights, level 6, B2, and level 5, B1, respectively). 
Illustrations aside, graded readers have a lot more to offer. On one hand, picture 1, 
showcasing Penguin Readers’ The Hound of the Baskervilles, is an excellent example of a book 
written in a comic book style. On the other hand, picture 2, showcasing Penguin Readers’ 
Dracula, serves as perhaps the best example of how to make full use of multiple visual forms 
of presentation. The book consists of letters (see picture 5, pages 28 and 29), diary pages (see 
picture 2, page 33), newspaper extracts (see picture 2, page 32), and typewritten letters from 










Picture 5. Pages 28 and 29 from Penguin Readers’ Dracula (author of the original: Bram 










Picture 6. Pages 35 and 36 from Penguin Readers’ Dracula (author of the original: Bram 
Stoker), Level 3 (i.e. CEFR level A2), adapted by Helen Holwill and illustrated by Gabriel 
Alborozo 
 
As is evident from pictures 2, 5, and 6, the text styles and page layout change heavily 
depending on whether the page contains a diary page, a letter, a newspaper extract or a 
typewritten letter. The most notable change can be seen with newspaper extract which look 
like they have been cut out of an actual newspaper and glued onto the pages of the book. 
These changes are an incredibly clever and useful way of helping students keep up with the 
multiple perspectives from which the story is told as well as the switches from letters to 
newspaper extracts and diary entries. Naturally, this number of different visual forms of 
presentation may not be possible for all books and genres, but it still depicts just how 




7.4. In-Class Reading VS Autonomous Self-Regulated Readers: Intensive and 
Extensive Reading 
 
Graded readers may be used for the purpose of both intensive and extensive reading. 
However, each type of reading requires its own types of tasks, motivation, and serves a 
different ELT purpose. 
Practically speaking, in-class reading is synonymous with intensive reading because it is 
perceived to be the most economical with regard to time investment as well as in-class task 
comprehension and completion. In his article, Waring explains that “intensive reading focuses 
on developing language knowledge and discrete reading skills presented as ‘language work’ 
in a reading text” (2011: 3). These reading texts are usually short and are, at most, one page 
long. However, even if the text were to span a little over a couple of pages (e.g. in Penguin 
Reader’s Dracula, chapter 1 is five pages long with illustrations included or little less than four 
pages without the illustrations), the “strict monitoring of specific details and narrow 
performance goals” (Lake and Holster, 2014: 397), when coupled with pre-reading, during-
reading, after-reading questions and exercises, would still lead to intensive reading and 
extrinsic motivation. If the teacher decides to use a graded reader for the purposes of 
intensive reading, graded readers offer a plethora of exercises and online, printable 
worksheets. For example, Penguin Readers’ Dracula offers sets of before-reading, during-
reading, and after-reading questions as well as exercises. During-reading questions and 
exercises are divided into sections, each section corresponding with a chapter in the book 
(see table 3). 
Table 3. Examples of before-reading, during-reading, after-reading questions and exercises in 
Penguin Readers’ Dracula 
TYPE EXAMPLE 1 EXAMPLE 2 EXAMPLE 3 
Before-reading 
questions 
[Illustration of vampires] 
These are “vampires”. 
What do vampires do? 
The people in this story 
travel a lot. How did 
people travel in the 
1800s? 
Most people didn’t have 
telephones in the 1890s. 





a) Where does Jonathan 
travel to Transylvania 
from? 
b) What is Jonathan’s 
job? 
CHAPTER 5 
a) Who is in hospital, and 
where is the hospital? 
b) Which two people 
come to examine Lucy? 
CHAPTER 8 
a) Why were the men 
shocked when they went 
to Mina’s room? 
b) What do you think was 




After-reading questions What things or animals 
can Dracula become, 
other than a man? 
Which people in the 
story have crucifixes? 
Why do they have them? 
The story is told using 
letters and diaries. What 
does this add to the 
story? 
Exercises CHAPTER 1 
Decide which adjectives 
have a positive meaning 
and which have a 
negative meaning (e.g. 
positive VS afraid). 
CHAPTER 3 
Complete the gaps by 
using the past tense form 
of these irregular verbs 
in brackets. 
Jonathan ____(hear) a 
terrible shout. 
CHAPTER 6 and 7 
Write the opposite of 
these words (e.g. better, 
stronger, love). 
 
These types of exercises are not limited to Penguin Readers. Oxford Bookworms, Macmillan 
readers and others have similar types of exercises, though they sometimes might not be 
labelled as before-reading, during-reading, after-reading questions/exercises. These types of 
exercise serve to keep students externally motivated and provide them with a purpose for 
reading the book/chapter. Finally, I have found Penguin Readers to contain an additional 
section, namely ‘Project Work.’ In the case of Dracula, the publisher offers five suggestions 
for project work. In the second project, students have to write about their favourite character 
from the book and why said character is their favourite. Students are asked to add some new 
information to the character (e.g. their hobbies, favourite food, types of clothing they like to 
wear). The third project, for example, asks the students to make a “Wanted” poster for 
Dracula and to list all the bad things he has done, what he looks like, and what is dangerous 
or strange about him. Finally, the fifth project in Dracula asks the students to write a review 
of the book. The ‘Project Work’ section does not particularly fit the intended purposes of 
intensive reading, but should rather be utilised for extensive reading purposes instead. The 
main aims of extensive reading, as Waring (2011: 3) explains, are “to build learners’ fluency, 
reading speed and general comprehension of reading texts as well as practising the skill of 
reading itself.” Furthermore, extensive reading should, according to Lake and Holster (2014: 
397), encourage students to read lots of interesting books which they themselves have 
chosen and this, in turn, would help students develop intrinsic motivation for reading and 
form an identity as a reader. Flippo (2005, as cited in Lake and Holster, 2014: 397) posits that 
the development of individuals who read extensively in pursuit of their interests, needs, 
practical and academic purposes, recreation, and for pure pleasure’s sake, is the real purpose 
of (extensive) reading instruction. In other words, the aim of extensive reading instruction in 
the EFL/ESL contexts is to have students continue reading even when class is over. 
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Waring (2011: 3) explains that, seeing how the goals of extensive reading differ so much from 
the goals of intensive reading, literary texts should be selected by the READ rule, which stands 
for how the students should read extensively:  
• Read quickly and … 
• Enjoyably with … 
• Adequate comprehension so they … 
• Do not need a dictionary …  
Here, again, graded readers stand out due to their built-in glossary (see table 4). Reading a lot 
positively corresponds with vocabulary development (Waring, 2011, Takaki and Waring, 
2003), but consistent repetition of vocabulary elements is necessary in order to counteract 
the low retention rate of the newly acquired words. Graded readers do exactly that. They 
follow the READ principles laid out by Waring, meaning that approximately 4% of the words 
in a graded reader are new/unknown to the reader (Waring and Takaki, 2003, 150), which is 
close to ideal for vocabulary acquisition as well as solidification of already known vocabulary. 
Furthermore, these words are repeated throughout the book and are marked in bold, so that 
they catch the reader’s attention. Making the new vocabulary items explicit as well as 
repeating them is, as Waring and Takaki (2003: 150) point out, incredibly important for 
learning a new word and being able to recognise/recall it after a longer time period. When 
discussing the results of their study, Waring and Takaki find that “it would take well over 20 
or even 30 meetings for most of those words to be learned” (Waring and Takaki, 2003: 151).  
This might seem impossible to achieve, but Dutch (2013: 67) points out that it takes students 
half the amount of reading time or less to read the same book for a second or third time.  
According to Dutch (ibid.: 69), the benefits of re-reading a book are: 
• Students get the much-needed exposure to new vocabulary items and are more 
mindful of them 
• Overall comprehension levels rise, because students are already familiar with the 
book’s plot, characters etc. 
• Overall confidence with regard to the discussion surrounding the book increases 




Table 4. Examples of glossary entries in Penguin Readers’ Dracula 
arrive (v.) to get to a place at the end of a journey 
bat (n.) A bat is a small, black animal that can fly. 
locked (adj.); lock (v.) If a door is locked, it is closed with a key so that 
people cannot open it. 
ruined (adj.) When a building is ruined, it is falling down or 
broken. 
 
Dutch goes on to explain that even though students are very likely to resist the idea of reading 
the same book two or three times, they soon find out how much easier and quicker a second 
or third read of the same book actually is. Rather than having students read a different book 
every week, this approach to extensive reading (i.e. repeatedly exposing students to the 
desired set of new vocabulary items by having them re-read the same book multiple times) is 
certainly a lot more realistic and much easier to implement in EFL/ESL contexts. However, as 
opposed to intensive reading and its clear-cut stages and goals as well as easily checked 
students’ comprehension and progress, implementing extensive reading (via graded readers) 
in EFL/ESL classroom comes with a set of questions, namely how to monitor/grade the 
students’ comprehension of the texts, progress, and even their engagement with the texts.  
 
Day (2015: 297) offers three possible practices of extensive reading and a solution of how to 
monitor the students’ work: 
• Supervised extensive reading 
• Independent extensive reading 
• Blended extensive and intensive reading 
With the practice of supervised extensive reading, the teacher takes on the role of a mentor, 
meaning he or she is there to answer any questions the students might have regarding the 
book’s storyline, word or phrase meanings, and grammatical structures. Additionally, the 
teacher helps each individual student choose the appropriate book level and genre (ibid.). 
The second possible solution offered by Day is the practice of independent extensive reading. 
This means that students would engage in extensive reading without any supervision on the 
teacher’s side. However, seeing as how there is only one (self-)report of this approach in 
practice (i.e. Leung, 2002, as cited in Day, 2015: 297), further research is warranted. 
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Nevertheless, it is reasonable to conclude that the practice of independent extensive reading 
is best suited for highly motivated students (regardless of their level of English mastery) who 
find that the extensive reading done in school is not enough for them (ibid.). 
Day’s third solution is a blend of both extensive and intensive reading. This practice is in its 
beginning stages, but Day offers the example of Cover to Cover (Day and Harsch, 2008, as 
cited in Day, 2015: 297), which focuses on teaching reading strategies and extensive reading. 
The units dealing with extensive reading contain excerpts from graded readers and are meant 
to encourage students to engage in extensive reading. To ensure that students are actually 
reading the chosen books outside of class, Day names Moodle Reader Module 
(http://moodlereader.org./) as an incredibly helpful extensive reading and monitoring tool. 
Moodle Reader Module contains quizzes on more than 7000 graded readers, which allows for 
easy assessment of the students’ work. Furthermore, Day points out that the quizzes are 
randomised and have a time limit, which gives students the opportunity to take the quizzes 
open-book, even at home, but also minimises the possibility of cheating (ibid.).  
Regardless of the type of practice, giving learners control over the level of material and their 
pace when working with it remains of utmost importance. According to Hammond and 
Danaher, these psychological conditions maximise learning (2012: 198). A favourable attitude 
towards reading and activities related to it would weaken the students’ affective filter, thus 
potentially positively impacting the students’ language acquisition (ibid.: 200). 
In EFL/ESL contexts, the most practical solution appears to be the third one, namely blended 
extensive and intensive reading. Both teachers and students are already familiar with 
intensive reading and tasks connected to it, since it is often used in coursebooks. The 
challenge now is to include extensive reading as well. There is an increasing number of 
accompanying materials available for graded readers, some contained in the books 
themselves (i.e. before-, during-, and after-reading questions, exercises, project work) and 
some resources being available online (see appendices 1 through 3). However, most exercises 
in these materials are suitable for intensive reading, not extensive reading. Thus, it is 
imperative to create tasks which blend well together with intensive reading tasks and are 
appropriate for checking the students’ interaction (i.e. comprehension, readability, progress 
check etc.) with their chosen text(s), be it in class or at home. 
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In his paper, Dutch (2013) explores some exercises well suited for extensive reading. The first 
task he mentions is having students discuss with their classmates the graded readers they 
chose. This, Dutch says, is an excellent activity even if students are only part way through 
reading. The format he proposes for this task is putting students in pairs and having them ask 
each other questions regarding their books (i.e. Who wrote your graded reader? What is the 
title? Where is the setting? When is it set? Why did you choose this graded reader? What did 
you enjoy most about the book and what did you dislike? Would you recommend this book 
and why, why not?) (2013: 69). 
Dutch suggests using these communicative activities as pre-writing tasks. His reasoning is that 
book discussions, done in pairs or otherwise, help students organise their thoughts and 
information regarding their books. This helps students get over the fear of writing. With 
regard to writing tasks, Dutch mentions a few possible types. The first type of task is a book 
report which the students have to write in the form of a short essay. The second option are 
structured forms for students to fill out. Dutch’s example of a book report form (see appendix 
4) is an excellent example of blended closed- and open-ended questions (2013: 76-77). In his 
book report form, students first have to fill in some general information about the book (e.g. 
title, author, genre), and after that they move on to more concrete tasks. Dutch’s example 
requires students to write a story summary, but this can be adapted to chapter summary 
depending on the teacher’s approach, the students’ level, and type of book. Next, students 
are asked to write about their graded reader’s main theme and the book’s or the author’s 
message (if there is any). Moving on, students write about their favourite character in the 
book and provide arguments to support their thinking. Following that, students have to write 
a short review/their opinion of the book explain their liking or disliking of the book. Finally, 
students are provided with a vocabulary section where they jot down new/unknown words, 
parts of speech, and meanings of the words. This further solidifies their acquisition of new 
vocabulary items (ibid.).  
Naturally, book report forms are only one way of assessing the students’ engagement with 
the book, but they nevertheless provide valuable insight for the teacher and can be utilised 
on a chapter-by-chapter basis as well as on a book-by-book basis. Students can write short 
essays and book reports both in class and at home. Both have their benefits, with in-class 
writing allowing for more monitoring and guiding on the teacher’s side, while writing at home 
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gives students the opportunity to be more autonomous and does not take away time from in-
class exercises other than extensive and/or intensive reading. Trusting students to be 
autonomous, hold themselves accountable, and do the required work might seem relatively 
utopian, but the findings of Hammond and Danaher (2012) indicate that learners develop 
advanced grammar and vocabulary despite the lack of explicit instruction on the texts 
(ibid.:197). 
 
8. Examples of Exercises 
 
8.1. Pre-reading Exercises 
 
In their resource book of ideas and activities, Collie and Slater (1987) argue that teachers must 
be mindful of the way they introduce new books to students from the very start. The first 
encounter may well be crucial, and first impressions may influence the students’ whole 
reading process and experience (1987: 14). The initial step is to draw the students in and thus 
raise their interest for reading the book both in school and at home. The second step, Collie 
and Slater argue, is convincing the students that the task(s) before them is not impossible. 
The authors conclude that warm-up activities or even longer warm-up sessions are necessary 
to complete the two mentioned steps. These activities and sessions can be done both before 
the students begin reading and or along the way, whilst students are in the reading process. 
Collie and Slater (1987: 15) stress that these activities or sessions are meant to help students 
overcome possible lexical difficulties (e.g. pre-teaching vocabulary items we suspect will pose 
problems for students). Additionally, main themes of the books may be explored in order to 
elicit the students’ thoughts and feelings on the issues. 
One possible warm-up exercise is using the books’ titles and covers designs. Students are 
asked to speculate about the books, its themes, characters, story, mood etc. While Collie and 
Slater (ibid.) view this as a book-by-book approach, it can be used to introduce multiple titles 
simultaneously as well. The cover pages of a wide variety of potential books may be displayed 
and students are asked to pick the one which most pique their interest. Depending on their 
answers, like-minded students are placed into groups and are asked to discuss their chosen 
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title (e.g. plot, characters etc.). The teacher may guide them by telling them a few facts about 
the book or telling them whether the students’ guesses are aimed in the right direction. 
Afterwards, the groups may be asked to share their thoughts/predictions with the rest of the 
students. This may result in a discussion, further motivating the students, or it may lead to 
the teacher providing the students with a “complete picture.” Greenwood (1988: 30) takes 
this exercise a step further and suggests the exploration of the concept of “judging a book by 
its cover” by asking students a series of questions (e.g. What are publishers aiming to do when 
they design a cover? How important is the lettering and what might different styles suggest? 
Seeing only the cover of a book, do students expect to learn more about the plot of the book 
or about its theme?). If the same title is available in different editions or has different covers, 
students may be divided into groups and asked to discuss the differences between the covers. 
A possible follow-up activity to that, Greenwood (ibid.) suggests, could be a discussion 
centred around students’ “I like” and “I dislike” statements about the covers they chose. 
Additionally, students might judge the appropriacy of the covers with regard to the target 
audience’s age. A finishing activity may be  the creation of a list of “must-have” and “should-
avoid” elements publishers should keep in mind when working on a book’s covers. 
Collie and Slater (1987: 18) go on to mention visual prompts as a motivational tool. They 
suggest showing the students some pictures related to the books. If possible, this can be 
expanded to film trailers, audiobook excerpts, and other similar sensory stimuli. In her book 
Using Readers in Language Teaching, Hedge (1985: 110) essentially suggests the same thing 
as Collie and Slater, saying that these visual prompts would serve as a very motivating 
preparation for extensive reading. Hedge (ibid.) suggest that the teacher should present the 
prompts by talking a little bit about them and elicit what students might already know. 
Similarly, Greenwood (1988: 34) suggests dividing students into groups and giving each group 
a set of randomised pictures, each set containing pictures from one graded reader only. The 
students are then asked to answer a set of questions pertaining to their set of pictures/their 
book (e.g. In what period of time does this story take place? What relationships are evident 
from the pictures? What seems to be happening in each picture?). When finished, groups may 
share their ideas and opinions with each other. Moreover, Greenwood (ibid.) says that in 
order to maximise the appeal and fruitfulness of this exercise, no two groups should receive 
the same set of pictures. 
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Key words/sentences are another motivational exercise mentioned by Collie and Slater 
(1987). Students are provided with extracts from the books and are asked to discuss what 
these extracts might reveal about the characters or the story (for more examples of pre-
reading exercises, see Collie and Slater, 1987: 14-31). 
Another exercise suggested by Hedge (1985: 111-112) is providing students with audio 
versions of the graded readers, so that students may hear an excerpt of the book, too, and 
get more motivated to read (and listen to) it. If audiobook versions of graded readers are not 
available, the teacher may record him- or herself reading those excerpts and send the 
recording to the students. Students can easily listen to the recordings with the aid of their 
mobile phones and headphones. Hedge further expands on this exercise, saying that the 
recordings may prove useful as while-reading tasks/aids, too. Students may be asked to listen 
to an excerpt and answer a set of questions (e.g. TRUE or FALSE). Students as may also utilise 
the audiobook version to help them get through difficult parts in the book or to ease their 
reading process.  
 
8.2. While-reading Exercises 
 
After the initial contact with the text, students are put in groups and asked to compare (or 
discuss) the beginnings of their books. If a group consist of students who chose the same title, 
instead of comparing the books, they may discuss what the parts they have read so far reveal 
about the character(s), the plot etc.  
When placing students who chose the same title in one group, an activity Collie and Slater 
(1987: 30) call “What happens next” may be implemented. Seeing how students are placed 
in groups with colleagues who are reading the same book, they are asked to discuss possible 
continuations of the story. These continuations may then be scripted and/or acted out in front 
of the whole class. Alternatively, students may be given a predictive writing task. As the name 
suggest, instead of discussing the possible continuations in groups, students are asked to 
write down their ideas in the form of a story, dialogue, letter etc., following from the situation 
in the preceding passage. Advanced students may opt for writing an essay instead. 
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“Story map,” as suggested by Greenwood (1988: 64) is another creative while-reading task 
centred around visual records of a story’s progression. Visual records may come in the form 
of maps, where students trace a character’s journey (e.g. in Dracula, Jonathan’s journey from 
England to Romania), clocks representing the passage of time between key events, and, if the 
time span is over several years and involves multiple characters, even in the form of parallel 
lines, each line representing a character at various stages (ibid.: 65). 
A while-reading task meant as homework and as a starting point for in-class discussions, Collie 
and Slater offer two versions of question worksheets (see appendix 7). The first version 
consists of a set of open-ended questions meant for students with a high proficiency in 
English. The second version consists of the same questions, but aids the students by providing 
possible answers in the form of multiple choice. It is possible for only one worksheet to be 
used, giving one half of the students one set of questions (e.g. 1, 3, 5, and 7) and the other 
half of the students another set of questions (e.g. 2, 4, 6, and 8). Depending on the teacher’s 
judgement, each student may receive the worksheet most suitable for his or her level (i.e. 
open-ended or multiple choice). This worksheet is completed at home, and an in-class 
discussion of the students’ answers follows. Students may be paired up so that one student 
answered one set of questions and the other student answered the other set. Additionally, 
more proficient students with the worksheet consisting of open-ended questions may be 
paired up with less proficient students who worked on the worksheet consisting of multiple-
choice questions. These worksheets are meant to be used on a chapter-by-chapter basis, but 
it can be expanded to be used on a book-by-book basis, too. This way, students do not have 
to fear being graded, but the teacher still manages to check the students’ comprehension 
(Collie and Slater, 1987: 34-36). 
Collie and Slater (ibid: 40) mention another interesting while-reading exercise called Key 
points for summaries. The students are asked to enumerate the key points for the section of 
the book they were asked to read. These points can relate to events, character developments 
etc. Students who chose the same title may then compare their key points in class, and the 
teacher may offer his or her key points for comparison, too. Additionally, the teacher may 
provide a list of key points before the students read the selected section(s), and students have 
to tick off the key points as they encounter them. To make things more challenging, students 
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may need to provide a missing key point or delete one irrelevant point (for more examples of 
while-reading exercises, see Collie and Slater, 1987: 33-67). 
Hegde (1985: 119) offers a very interesting and promising while-reading exercise centred 
around questions formulated by students for students. Students are asked to prepare 
questions to ask their classmates. This, Hedge argues, involves the students in reviewing what 
they have read and sufficiently making sense of it to formulate reasonable, practical 
questions. This exercise may be done in pairs or in groups of students with the same title. By 
judging their questions and answers, teachers can monitor how successfully the students 
have read the books. This exercise may work well as an after-reading exercise, too. Students 
can solidify their newly acquired knowledge by recapping the story, main events, and discuss 
the main and peripheral characters. 
 
8.3. After-reading Exercises 
 
After students finish reading their books, it is important for the teacher to continue the 
students’ process of understanding and appreciation. Again, Collie and Slater provide 
countless after-reading exercises in their book (1987: 67-78), some of which are very similar 
to the Project Work section of Penguin Readers mentioned in prior sections of the thesis. 
The first exercise they mention is called Cover designs. Students may work individually, in 
pairs or small groups, and are asked imagine themselves working for a publisher’s graphic 
department. They are responsible for planning a cover that will represent the spirit of the 
book as well as be appealing to potential readers. This can be done in a multitude of ways. 
The simplest one is drawing the cover designs. However, Collie and Slater suggest offering 
some alternatives (e.g. collage) for those students who are not very confident in their artistic 
abilities. 
After the students are finished, an exhibition is held in the classroom. The designer or 
designers of each item present it to the class, explaining their vision and thought process. 
Other students may pose questions to the designers and compare other designs to the one 
being presented. In case time runs out, the students who did not manage to present their 
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designs are asked to write down the points they would have mentioned in their presentation. 
These comments may then be pinned next to the design (Collie and Slater, 1987: 67-68). 
The second exercise Collie and Slater (1987: 68) mention is writing a ‘blurb’ for the back cover. 
Before students start writing blurbs, the teacher may read out one or two blurbs and ask the 
students to discuss what they found appealing and what not. Afterwards, the students are 
put into small groups or pairs and asked to write a blurb for the book(s) they read. When 
finished, students present their blurb(s) to the class in hopes of ‘selling’ the book to other 
students. 
Another way of cementing the newly acquired vocabulary and simultaneously practice oral 
skills is retelling the story (Collie and Slater, 1987: 72). Students are divided into small groups 
or pairs with other students who have read the same book. The group or pair may retell the 
story completely, or they may tell only half of it, and another group or pair finished retelling 
the story (if there are multiple groups or pairs of students who read the same title). 
Conversely, one group might retell the story, and another group of students who have read 
the same title may add some information they think is important and was left out. The aim is 
to help students have a fruitful yet relaxed discussion about their books and to inspire other 
students to read (for more examples of after-reading exercises, see Collie and Slater, 1987: 
67-78). 
Greenwood (1988), too, offers a wide selection of after-reading exercises. One of them is 
called “Name dropping,” and is a short exercised meant for revision. Students are asked to 
compile short character studies by writing the main characters’ names vertically and 
supplying descriptive terms containing those letters (ibid.: 92). An example with the name 
Jim: 
J ealous, judgemental 
I dealistic, immature 
M achiavellian, mad 
Another after-reading exercise Greenwood suggests is “Character posters” (see appendix 
First, students are asked to draw (one of) the main character(s) or, if need be, copy an 
illustration of the character from the book. Each student/group may only draw one 
character from the book they read, and no two students/groups may draw the same 
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character. Second, students write down pieces of information about the characters. The 
final result should look like a poster of the chosen character, which the students then 
present to the class. 
 
Writing a critical review is another possible after-reading exercise. Writing a critical review 
requires students to meaningfully express their thoughts and feelings concerning the books 
they have read and, according to Hedge (1985: 137), provides them with an authentic 
context in which students can practise writing. 
This list of exercises is by no means exhaustive and is only intended to provide examples of 
different types of exercises and guide teachers when creating their own exercises (for more 
examples and explanations see Hedge, 1985; Collie and Slater, 1987; Greenwood, 1988). 
 
9. Accessibility and Online Tools 
 
At the time of writing this thesis, schools in Slovenia and in many countries around the world 
are on lockdown, and schooling takes place over the internet. This provides many challenges, 
but also numerous opportunities. One of the opportunities is the improvement of digital 
literacy (i.e. being proficient in using computers and other devices to access the internet, 
interact with or on digital platforms, access, create, and/or review materials etc.) on both the 
students’ and the teachers’ side. In the context of literature, language learning, and graded 
readers, an online tool has already been mentioned, namely the Moodle Reader Module 
(http://moodlereader.org./). It is an extensive reading and monitoring tool containing quizzes 
on more than 7000 graded readers. However, some, if not most, schools do not have access 
to such a large selection of graded readers. Additionally, due to the lockdown, students would 
have no or very limited access to libraries. A viable solution is English e-Reader 
(https://english-e-reader.net/). It is the biggest free online library of graded readers (CEFR 
levels ranging from A1 to C2), which are available in the e-book format (i.e. epub, fb2, mobi, 
rtf, txt). Some of the titles are available in form of audiobooks, too. While these graded 
readers are free, they are not compatible with Moodle Reader Module and are not listed in 
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the Yomiyasusa Levels. This may mean an increased volume of work for teachers, having to 
select the appropriate books at the appropriate level as well as creating quizzes, exercises, 
and/or other materials for their students themselves. It goes without saying that this option 
is far from perfect. Teachers must carefully gauge the readability of the free graded readers 
on the English e-Reader website. There are multiple online tools for checking the readability 
of texts (e.g. https://readable.com/), but their degree of accuracy may vary. All these online 
resources may be incredibly useful and accessible, but they have to be selected and used with 
care and caution. 
Another virtual library offering access to e-versions of graded readers is Xreading 
(https://xreading.com/). However, access to their library comes in form of a paid subscription 
to (5€ per month per person). Nevertheless, it promotes itself as a very reliable option for 
extensive reading with graded readers, offering over 1200 graded readers from twenty 
publishers. Xreading, too, provides audiobook versions of most of the titles available. The site 
also provides randomised multiple-choice quizzes and information sections about books. 
Another feature the site offers is the learning management system (LMS), which scores and 
records students’ answers to quizzes and aids teachers in monitoring the students’ reading 
process. 
Both English e-Reader and Xreading have their pros and cons, so it is up to each individual 
school to decide whether they are going to utilise one or the other. Naturally, the option of 
stocking schools’ libraries with physical copies of graded readers remains open and should 
not be so quickly discarded. In the end, all options serve to further the cause of extensive 





The introduction of literature into EFL/ESL classrooms is not only acceptable, but highly 
advisable. Literary works provide an insight into the target language, different cultures, social 
dilemmas, and more. Extensive reading, particularly in EFL/ESL contexts, might seem daunting 
due to it being relatively time-consuming and rarely utilised, but it is nonetheless crucial for 
students’ well-rounded overall development and better language mastery. With carefully 
selected or created tasks and materials, literature in the form of both intensive and extensive 
reading is not a burden, but an invaluable asset. The production of appropriate tasks and 
materials is undoubtedly time-consuming. However, teachers may overcome this hurdle by, 
as Hammond and Danaher (2012: 200) suggest, networking to create these materials 
collaboratively. It is safe to conclude that the overwhelming majority of both primary and 
secondary school students yearn for more work with literary texts in their EFL classes as well 
as reading more books in English in general. Here, graded readers present themselves as one 
of the best choices due to their content, structure, design, and accompanying materials. They 
are by no way a replacement of literary works in the classical sense, but rather serve as an 
integral part of literature, language learning, and a stepping stone for students to enter the 
boundless English literary world. It is safe to conclude that introducing more literature in form 
of graded readers into EFL/ESL classrooms would be an effective and efficient way of 
improving students’ mastery of the English language and shaping them to be productive, 
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Literature in EFL Classrooms (Primary School) 
 
Question 1 
Sex: Male / Female 
Question 2 
Grade:  
a) 5th grade 
b) 6th grade 
c) 7th grade 
d) 8th grade 
e) 9th grade 
Question 3 
Which of the following genres of books do you most like to read? (Multiple answers 
possible) 




e) Science fiction 
f) Thriller / Horror 









 Which types of books are you familiar with? (Multiple answers possible) 
a) Regular, printed books 
b) E-books 
c) Audiobooks 
d) Graded readers 
e) Other 
Question 6 
 Which types of books do you most often choose? 
a) Regular, printed books 
b) E-books 
c) Audiobooks 
d) Graded readers 
e) Other 
Question 7 






























 Who or what motivates you to read? (Multiple answers possible) 
a) Content 
b) Cover pages 
c) Teacher 
d) Parents 
e) Wide selection of books 
f) Other 
Question 12 
 What deters you from reading books? (Multiple answers possible) 
a) Content 
b) Cover pages 
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c) State of books (e.g. new, used) 
d) Teacher 
e) Narrow selection of books 
f) Parents 
g) Length of the books 
h) Other 
Question 13 
 Do you wish to work with books more frequently in your EFL class? Why? 
Question 14 





Literature in EFL Classrooms (Secondary School) 
 
Question 1 
Sex: Male / Female 
Question 2 
Which secondary school programme are you enrolled in? 
a) Lower vocational education (2 years) 
b) Secondary vocational education (3 years) 
c) Secondary technical and vocational education (4 years) 
d) Grammar school (4 years) 
Question 3 
 Grade: 
a) 1st year 
b) 2nd year 
c) 3rd year 
d) 4th year 
e) Other 
Question 4 
Which of the following genres of books do you most like to read? (Multiple answers 
possible) 




e) Science fiction 
f) Thriller / Horror 
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 Which is your favourite book? Why? 
Question 6 
 Which types of books are you familiar with? 
a) Regular, printed books 
b) E-books 
c) Audiobooks 
d) Graded readers 
e) Other 
Question 7 
 Which types of books do you most often choose? 
a) Regular, printed books 
b) E-books 
c) Audiobooks 
d) Graded readers 
e) Other 
Question 8 




























 Who or what motivates you to read? (Multiple answers possible) 
a) Content 
b) Cover pages 
c) Teacher 
d) Parents 





 What deters you from reading books? (Multiple answers possible) 
a) Content 
b) Cover pages 
c) State of books (e.g. new, used) 
d) Teacher 
e) Narrow selection of books 
f) Parents 
g) Length of the books 
h) Other 
Question 14 
 Do you wish to work with books more frequently in your EFL class? Why? 
Question 15 














































BOOK REPORT FORM 
Choose a graded reader. The books are divided into different levels from easy to advanced. 
Choose a book that is at your level. Answer the questions that follow while you are reading 
AND after you have finished. 
INTRODUCTION: Fill in the lines below for the reader you read. 
I read a book 
called______________________________________________________________. 
It was written by ________________. It is a ________________ (what kind of book is it? A 



















THEME: What do you think the theme of the book is? What is the author trying to tell us? The 
main theme of this book is__________________________________. The author is trying to 



























VOCABULARY: While you are reading, write down new words you have learned and their 
meanings. 
WORD PART OF SPEECH (verb, 
noun, adjective etc.) 
MEANING 
   
   
   
   
   
   
   
   
   
   
   
   
 






Question worksheets leading to pair work in class 
a) For more proficient students: 
Read Scene III of The Glass Menagerie. Do not worry too much about words you do 
not know. Try to get the general meaning if you possibly can without using a 
dictionary. Then answer the following questions. 
• Amanda is very disappointed that Laura will not take lessons to become a typist. What 
plan for Laura replaces this one in her mother’s mind? 
• Amanda thinks she will need money to carry out her plans for Laura. What does she 
do to earn that money? 
• Tom and Amanda have a violent quarrel. What did Amanda do that has made Tom so 
angry? 
• What has Tom been doing when Amanda interrupts him? 
• How would you describe the way Amanda treats Tom? 
• Why does Amanda not believe Tom when he says he is going to the movies? 
• Why does Amanda object to Tom’s going out? 
• What is Tom’s view of his relationship with his family? 
 
b) For less proficient students: 
• Amanda is very disappointed that Laura will not take lessons to become a typist. 
What plan for Laura replaces this one in her mother’s mind? 
□ Tom must work harder to support Laura. 
□ She herself will find work to support Laura. 
□ A husband must be found for Laura. 
• Amanda thinks she will need money to carry out her plans for Laura. What does 
she do to earn that money? 
□ She works in a rope factory. 
□ She sells magazine subscriptions over the phone. 
□ She begins to write stories for a woman’s magazine. 
102 
 
• Tom and Amanda have a violent quarrel. What did Amanda do that has made Tom 
so angry? 
□ Amanda would not let Tom read the novels of D. H. Lawrence. 
□ Amanda scolded Tom for swearing in front of Laura. 
□ Amanda scolded Tom for tracking mud and filth all over her clean floors. 
• What has Tom been doing when Amanda interrupts him? 
□ Sleeping. 
□ Getting dressed to go out. 
□ Writing. 
• How would you describe the way Amanda treats Tom? 
□ She treats him as though he were still a child. 
□ She is harsh and unfeeling. 
□ She scolds him because she is worried about the family’s future, and especially about 
Laura. 
□ She never stops nagging him. 
□ She is a caring mother, really, but she doesn’t realise the effect she is having on her son. 
□ She is totally selfish and does not see him as a person. 
□ …………………………………………………......................................... 
• Why does Amanda not believe Tom when he says he is going to the movies? 
□ She thinks this is impossible because she does not know anyone else who goes to the 
cinema every night. 
□ She is trying to find any excuse to quarrel with Tom. 
□ She wants to believe the worst of him. She wants to make him feel guilty. 
□ She is trying to make him stay at home. 
□ …………………………………………………......................................... 
• Why does Amanda object to Tom’s going out? 
□ Because it makes him tired next day and she is afraid this may make him lose his job. 
□ Because she is lonely and would like him to stay with her in the evenings. 
□ Because she does not want him to do anything on his own, away from the family – she 
fears he will go away like his father. 
□ Because she is concerned for his health. 
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□ Because she thinks he is ‘up to no good’ – she is concerned for his moral health. 
□ …………………………………………………......................................... 
• What is Tom’s view of his relationship with his family? 
□ He feels he is a slave to his family. 
□ He resents working so hard for them, and having nothing of his own in return. 
□ He resents sacrificing his own writing career for them. 
□ He feels he is not free in his own home. 
□ He hates his mother for treating him like a child. 
□ He dearly loves his sister. 
□ He pities his sister. 
□ …………………………………………………......................................... 
 








Izjava o avtorstvu 
Izjavljam, da je magistrsko delo v celoti moje avtorsko delo ter da so uporabljeni viri in 
literature navedeni v skladu s strokovnimi standardi in veljavno zakonodajo. 
Ljubljana, 30. novembra 2020      Mitja Horvat 
(lastnoročni podpis) 
